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INTERNATIONALIZATION, ENGLISH MEDIUM PROGRAMS,  
AND THE INTERNATIONAL GRADUATE STUDENT EXPERIENCE IN JAPAN: 
A CASE STUDY  
 
 This research is a case study on the lived experience of international graduate 
students in the Graduate School of Asia Pacific Studies (GSAPS) at Waseda University 
in Tokyo, Japan.  Using cultural globalization and internationalization as a lens, this 
research positions international graduate students as local actors in an abroad community 
and addresses, 1) how and why students decided on an English Medium degree in Japan, 
and 2) the lived academic and social experiences of this particular group of students 
while in Japan. In-depth interviews with 17 degree seeking international graduate 
students explore graduate students’ past educational and professional experiences and the 
purpose of seeking an advanced degree abroad. Graduate students also discussed the 
types of academic and social sodalities they chose to engage in while in Japan and the 
other actors involved (or not involved) in these communities. Through inductive analysis, 
conclusions were drawn on how these actors constructed their social and academic lives 
amidst the influences of internationalization and cultural globalization. 
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CHAPTER ONE: PROBLEM STATEMENT 
Introduction 
In the global landscape of higher education, internationalization has emerged as a 
popular trend to attract a more diverse population of students and facilitate global, 
regional, and domestic institutional competition for students.  Internationalization has 
taken root in national and institutional policies and includes a myriad of strategies to 
infuse programs, curriculum, and research activities with an international and 
intercultural focus (Altbach, 2004; Huang, 2003; Kim & Choi, 2010; Mok, 2007; Knight, 
2004). At the same time, there has been a significant increase in the global flow of 
international students. As shown in Figure 1.1, global student mobility increased from .8 
million in 1975 to 4.1 million in 2010 and is expected to grow (OECD, 2012). National 
and institutional efforts to internationalize give international students more academic 
options than ever before (de Wit, 2010; Green & Koch, 2010). However, in order for 
higher education to keep up with the rapid pace of globalization, top-down 
internationalization strategies are being implemented without examining this global 
phenomenon from a more localized student perspective. 
Modern higher education internationalization is a global phenomenon rooted in 
the west preceded by global student flows during the colonial period. In the European 
higher education system, recent internationalization was facilitated by the regional 
integration initiative, the Bologna process.  Regional integration increased the number of 
internationally student mobility. National systems of higher education were more 
compatible for student academic exchange and national and institutional 
internationalization strategies were implemented to attract students (Kirkpatrick, 2011b). 
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The perceived success of the Bologna process in terms of increased student mobility 
made it a desirable model from which to draw ideas for internationalization and regional 
integration in Asia. Although some international students in Japan come from the United 
States or Europe, the overwhelming majority come from within the Asian region. As 
outbound student mobility in Asia increases at a higher rate than any other region, Asian 
governments and institutions are using models similar to the European model to attract 
these students (Altbach, 2004; de Wit, 1997; Umakoshi, 2004).  
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Source: This figure represents the number of students enrolled in tertiary 
education outside of the country of citizenship as reported by the OECD’s 
(2012), Education at a Glance, collected in partnership with UNESCO 
Institute for Statistics.  
Figure	  1.1	  World	  Trends	  in	  Internationally	  Mobile	  Student	  in	  Millions: 	   	  	  	  	  	  	  	  1975-­‐2010	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 One specific internationalization strategy that has gained traction in Asia is the 
use of English as a medium of instruction (EMI).  National, and consequently, 
institutional policies in Asia have prioritized this strategy as a means to compete for 
students. This strategy is used as a way to remove language barriers for students who do 
not speak the native language of instruction. In Northeast Asia, Japanese, Korean, and 
Chinese governments have all selected a few leading universities to receive funding for 
internationalization with a requirement to strengthen existing and establish new EMI 
programs (MEST, 2011; MEXT, 2009; Ministry of Education of the People’s Republic of 
China, 2011).  
 The use of English appears to be an “easy answer” to ease global communication 
in higher education (Altbach & Teichler, 2001). Globalization has led to the use of 
English as lingua franca for communication and is the most commonly used language 
between international academic communities (Altbach & Knight, 2007). Offering courses 
in English attracts students who cannot speak the native language of the host country. 
With this, the university opens its doors to a larger pool of international students and a 
more diverse student population.  
 The experience of the international students in the academic and adjacent social 
spaces have been thoroughly studied in English speaking countries but not in EMI 
programs in non-English speaking countries (Andrade, 2006). Current research on EMI is 
limited to EMI policy (Byun, Chu, Kim, et al, 2011; Tsuneyoshi, 2005), institutional 
perspectives (Coleman, 2006; Doiz, Lasagabaster & Sierra, 2013), and the perceptions of 
university personally (Evans & Morrison, 2011; Flowerdew & Miller, 1995; Shohamy, 
2013). This research contributes to a limited understanding of the academic environment 
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in EMI degree programs by examining the international graduate student perspective in 
an EMI degree program at the Graduate School of Asia Pacific Studies at Waseda 
University in Tokyo, Japan. 
 The purpose of this research is to understand the lived experience of a group of 
international graduate students who are participating in an English language degree 
program in Japan. According to Smith (2007), “we have yet to understand the impact of 
the ongoing globalizing processes on how graduate students conceptualize their work” (p. 
58). International students face many academic, social, and cultural challenges when they 
choose to study in any foreign country. Choosing an EMI program in a non-English 
speaking country where the language of instruction does not match the culture of the host 
nation is an added cultural challenge for these students.  This research is not centered on 
problems and challenges but on the lived social and academic experiences of this group 
of participants in the EMI degree program environment. 
With a constructivist lens and an inductive approach, this research seeks to 
understand the international graduate student experiences. The research is framed using 
two dimensions: 1) how and why students arrived to their place as a student in Japan and, 
2) how these students constructed the academic and social experience in a Japanese 
EMIDP. First the research looks at how and why students came to the decision to study in 
Japan including the educational background and social experiences prior to the selected 
EMI program. The research then explores reasons for study abroad, factors that led to 
Japan as the nation of choice study and GSAPS as the institution/department for 
advanced degree studies. Second, the research explores the lived academic and social 
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experiences of participants while in Japan. In-depth, open-ended interviews with 
international Master’s and doctoral students were used as a method of inquiry.  
Research Questions 
 The research is framed in two dimensions and seeks to answer the following 
research questions: 
1. Why do international graduate students choose to obtain a degree in English in 
a non-native English speaking country? How do K-12, undergraduate, 
professional, and other educational experiences influence how they arrived to 
their academic place in Japan? 
2. How do international graduate students construct academic communities, 
social communities, friendship networks, and relationships as a local actor in 
an EMI program housed in the Graduate School of Asia Pacific Studies at 
Waseda University? How does the role of local actor intersect with the global? 
Significance 
 This study offers both practical and academic contributions to the fields of 
comparative education and higher education.  This research can be used as practical 
knowledge to inform internationalization initiatives at the institutional or national level. 
More importantly, this study adds to the existing research on internationalization, 
education, and cultural globalization in Asia by providing an in-depth look at one 
graduate program from the international student perspective.  Although the number of 
EMI programs is increasing, there is a lack of research on the actual milieu of EMI 
programs from a bottom up perspective. In addition, much of the research rests on the 
perspective of the student as foreign visitor or “outsider”, not as a local actor who 
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actively constructs the academic and social environment. This study examines the 
academic and social experiences of students as local actors and extends the existing 
literature on international students with an EMI focus. Furthermore, this research 
provides a snapshot of international students in hope that it will resonate in contexts 
beyond the research study, beyond this time and beyond this location (Montgomery, 
2010). Finally, this research contributes to cultural globalization theory and higher 
education internationalization frameworks. 
Limitations 
 Just as other researchers have noted, a similar investigation with a different group 
of students, in a different location may produce different results (Glesne, 2006; Glesne & 
Peshkin, 1992).  The scope of this study is limited to one group of international graduate 
students at one graduate school in Tokyo, Japan.  There are many facets of Asia’s 
emerging EMI phenomenon that could benefit from further research. Some of the areas 
that fall outside of the scope of this research include the domestic student experience in 
EMI and faculty perspectives of EMI.  
Dissertation Overview 
 This dissertation is organized into seven chapters.  Chapter One frames the study 
with the problem statement and research questions. Chapter Two provides an overview of 
higher education internationalization, the role of EMI as a strategy for 
internationalization, and the context of EMI and internationalization in Northeast Asia. 
Chapter Two also provides an overview of the relevant literature. This includes the 
general research on international students experiences, challenges, adjustment, and 
adaptations from both a qualitative and quantitative methodological view. The limited 
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research specifically related to EMI is also reviewed. Review of the literatures is 
followed by and explanation of the cultural globalization theory (Appadurai, 1996) and 
internationalization framework (Ebuchi, 1989) used to structure the theoretical 
foundations of the study. Chapter Three details the qualitative methodological approach 
used in the study including justification of the use of a case study, participant and site 
selection, data collection methods, and the inductive analysis approach.  Two primary 
frames of analysis emerged from the study, pre-enrollment and post-enrollment. Chapter 
Four focuses on the pre-enrollment period. Pre-enrollment includes the time period prior 
to the start of GSAPS. Findings in this section discuss students’ educational and 
professional journey prior to GSAPS, reasons for study abroad, and reason for destination 
choice. Chapters Five and Six look at findings that emerged from the data on the post-
enrollment period. The post-enrollment period is defined as the time period after students 
enrolled at GSAPS. The post-enrollment findings focus on the academic and social 
experiences of the students.  Chapter Five focuses on academic life and Chapter Six 
focuses on social life. The final chapter, Chapter Seven, draws conclusions from the 
findings, discusses implications of the research, and offers suggestions for future 
research. 
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CHAPTER TWO: LITERATURE REVIEW AND  
THEORETICAL FRAMEWORK 
 
Introduction 
 Chapter Two is divided into three primary sections. The first section provides an 
overview of the field of higher education internationalization, English medium 
instruction as a strategy for internationalization, and the context of internationalization in 
Northeast Asian higher education. The second section addresses extant research on the 
international student experience in higher education. The review is situated from the 
perspectives of the host nation and the sending nation.  Literature on international student 
adaptation is also included. The third section discusses the differences between 
internationalization and globalization, and then concludes with an explanation of how 
cultural globalization and internationalization are used as the theoretical lenses for this 
research. 
Internationalization 
 Throughout the history of higher education institutions, an international 
dimension is clearly evident (Altbach & Teichler, 2001; Ebuchi, 1989). According to 
Altbach and Teichler (2001), “universities started as truly international institutions” (p.6). 
In the 13th century, the original universities in Paris and Bologna expanded to other parts 
of Europe with a common language, Latin, and the knowledge base was international.  
Students came from many countries and professors were recruited internationally.  Pre-
western academic institutions such as the Confucian academies in China and the pre-
Meiji imperial university sector in Japan served the most elite segment of the population 
and the royal families in each of these countries (Altbach, 2004; Okada, 2005). In the 
case of Japan, imperial universities were developed to prepare leaders to meet new 
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foreign challenges.  Modern institutions in Asia were heavily influenced by colonial 
powers, for example, the United States model in Japan and Korea and the British 
academic model in Hong Kong, Malaysia, and Nepal (Altbach, 2004).  Today, European 
and American higher education models prevail in Asia (Min, 2001). 
 The modern higher education internationalization phenomenon made its way into 
European policy debates in the 1990’s making the systematic, organizational approach to 
internationalization a global trend (Teichler, 2008; Teichler, 2004). Prior to these 
strategic efforts to internationalize, internationalization was a loosely defined term that 
referred to anything ranging from a fully developed strategic plan to any campus activity 
with an international flair.  As a result of the modern internationalization phenomenon, 
many scholars have attempted to conceptualize and define higher education 
internationalization.  Although the amount of research conducted in this field is on the 
rise it “has not led to the emergence of a dominant disciplinary, conceptual, or 
methodological “home” of research on internationalisation in higher education” (Kehm & 
Teichler, 2007. p. 263). 
 Within the body of literature related to higher education internationalization, there 
are conflicting conceptualizations and dueling definitions resulting from the complexity, 
global interconnectedness, and rapid expansion of the phenomenon. Ebuchi (1989) was 
one of the first Japanese researchers to study the internationalization of modern Japanese 
higher education. Ebuchi’s view of internationalization is a process that includes five 
elements: values, systems, rules, norms and order. According to Ebuchi (1989), 
internationalization is a “process of social and cultural transformation (a process of 
mutual self-adjustment), which arises in the direction toward commoditizing and 
	  Copyright © Kristen Nakamura Wallitsch 2014 10	  	  	  	  
standardizing, communizing, and strengthening of interdependency”  (p. 52-53).  Ebuchi 
recognized internationalization as a process and a means for educational institutions to 
achieve globalization. Ebuchi’s approach lacks a comprehensive perspective of higher 
education internationalization from both a world and Japanese perspective in that it 
places an emphasis on the role of the international student and deemphasizes the role of 
the institution and the state in the internationalization process (Umakoshi, 1997).  Ebuchi 
also assumes that globalization is a goal to be met and that globalization is desired. 
Despite these criticisms, Ebuchi provides a platform for other researchers to expand the 
understanding of internationalization. In addition, Ebuchi’s student-centered perspective 
is useful for this research in that it places an emphasis on student mobility from the 
Japanese perspective.  
 
Values (Person) Enrichment of culture through reciprocal exchange of different 
cultural elements 
System Institutional and organizational programs among different countries 
Rules International common rules for organizations and programs 
Norms Respect to fundamental human rights and cultural differences, 
negating ethnocentrism, and observance of humanitarian values 
Orders Increase in opportunities for individuals to participate in collaborative 
projects which contribute to building peaceful world order 
 
   
Table 2.1 Ebuchi’s (1989) Five Dimensions of the Process of Internationalization 	  
SOURCE:  Ebuchi (1989) 	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 While Ebuchi suggests dimensions and elements of internationalization, Knight 
(2011) offers a comprehensive organizational framework of strategies for 
internationalization. Universities that seek to strategically increase activities in the 
international dimension can employ these strategies. Although Knight is often criticized 
for creating a framework that is used as a blueprint for internationalization that promotes 
a homogenizing effect on institutions, her contributions are significant. Two of Knight’s 
significant contributions to the field include a differentiation between the institution and 
the sector and the separation of at-home and abroad activities at the institutional level. 
 Knight (2004) differentiates between institutional and national/sector 
internationalization.  This is significant in the Asian context because the nation, education 
ministries, and institutions often vary dramatically in their respective approaches to 
internationalization. Although all of these areas make efforts to internationalize, the 
difference among the three should be distinguished given that often the objectives of each 
compete. In the United States, institutions are the primary drivers of internationalization, 
while in the Asia Pacific, internationalization is heavily promoted at the national and 
sector levels (Knight, 2004). Given this in conjunction with the authority federal 
governments have over institutions in Asia, the needs of the nation often drive the efforts 
at Asian institutions.  
 The push and pull factors of the national/sector and institution sometimes work 
together and sometimes compete.  For example, the national policies in Japan, China, and 
Korea allocate funding for institutions to implement English medium programs in order 
to attract more overseas students. Because of these policies, top tier institutions compete 
for grants to establish English medium programs to attract international students and 
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increase internationalization efforts for global competitiveness1. In this example, the 
national goals dovetail nicely with the efforts of top institutors to attract more students, 
yet compete with the lower tier institutions that use English medium programs to enroll 
students to keep the doors open because of the declining numbers of domestic applicants. 
Knight’s earlier research only included internationalization strategies implemented at the 
institutional level. National and sector level internationalization policy is highly 
influential at the institutional level, especially in Japan, and this differentiation is 
necessary. According to Burbules and Torres (2000), the relationships between state and 
education can have multiple and complex effects on education, which is clearly evident in 
Asia. The national policies of each of these three Northeast Asian countries will be 
explored in detail later in this chapter. 
 Second, at the institutional level, Knight (2004) divides internationalization into 
“at-home” and “abroad” (cross-border) categories and systematically organizes 
components of campus internationalization. At-home strategies include elements of 
curriculum, open-access education, domestic students, international students and 
scholars, extra-curricular activities, and research.  Cross-border activities include the 
mobility of people, programs, providers, projects, and policy. In the case of this research, 
the EMI program at Waseda University falls into the at-home category because the 
program and all of its primary elements- instructors, classes, and administrative offices- 
are situated in the institution. This is in contrast to the international graduate students 
whose recruitment is considered a cross-boarder activity because Japan is not their 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
1	  In this case, national policies are set to increase the overall flow of international 
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country of origin. Distinguishing between institutions, students, cross-border, and at-
home provides a platform to discuss the complexities of internationalization.  
  Researchers have continuously revised internationalization definitions and 
frameworks in order to be more inclusive of the diverse internationalization strategies 
that exist (Huang, 2007a; Knight, 2007; Altbach, 2004). This research accepts Knight’s 
definition of higher education internationalization as  “...the process of integrating an 
international, intercultural or global dimension into the purpose, function, or delivery of 
post-secondary education” (2007, p. 2). 
Although this conceptualization of internationalization provides a foundation to 
discover various areas that were previously lumped into one group, much of the research 
on internationalization is descriptive, lacks theoretical grounding for deep analysis, 
focuses on organizational aspects, and overlooks the importance of the primary actor in 
the process, the international student. The classification of the various strategies and 
approaches has become less of a tool for research and more a template to infuse the 
campuses, curriculum, and research with international elements. Furthermore, these 
frameworks lack a focus of what I consider the core of internationalization process and 
the primary actors in internationalization- the international student. Internationalization is 
forming new academic spaces for people, culture, and ideas to converge. There is a need 
to better understand the flow within these environments from the international student 
perspective.    
 The previous section has outlined the study of modern higher education 
internationalization. It has also demonstrated that the field of internationalization is 
dominated by conceptualizing an organizational process. This process is defined at the 
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institutional and national level, but lacks focus from the main actors in the process, the 
international student. In order to bring attention to this group of students, this research 
must use a framework outside of internationalization in order to produce theoretical 
studies that focus on the student experience. Nonetheless, an understanding of the field of 
internationalization is essential to the research in that the nation and the institution 
influence each other but have separate goals that influence student mobility. The next 
section looks specifically at one particular internationalization strategy that is promoted 
by governments in Northeast Asian but implemented at the institution, English medium 
programs.  
English as a Medium of Instruction  
This research focuses on international graduate students who share in a common 
experience bounded by the specific and rapidly growing strategy in non-English speaking 
countries: the use of English as a medium of instruction, or EMI (Coleman, 2006; Huang, 
2006; Li, 2012; Marginson & van der Wende, 2007). In the EU’s Bologna Declaration2, 
regional education integration led to a significant increase in the number of EMI 
programs with 700 in 2001 to 2400 offered by 400 institutions in 2007. he large majority 
of these programs are for postgraduate students (Byun, Chu, Kim, et al, 2011; Doiz, 
Lasagabaster & Sierra, 2013; Kirkpatrick, 2011a). The use of EMI has also increased 	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
2	  The Bologna Declaration of 1999 was a formal agreement between European countries 
(de Wit, 2002). One of the most notable components of the Bologna Declaration was the 
establishment of a common framework for comparable degrees to remove obstacles to 
student mobility. The Bologna Declaration moved Europe from more informal approach 
internationalization approaches to the use of a formal agreement that stimulated higher 
education internationalization and increased student mobility. The use of English in the 
European higher education arena was one of the strategies employed so that institutions 
would have a common language for teaching and learning. Although this strategy did 
allow for increase mobility, it was highly criticized for overlooking the importance of 
preserving local languages.  
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rapidly in Asian countries. English medium programs increased in countries formerly 
colonized by English-speaking nations. For example, Malaysia and Hong Kong used 
EMI, and this strategy has also been widely accepted in other Asian countries such as 
Japan, Korea, and China, where the local languages are not widely spoken outside of the 
country (Byun, Chu, Kim, et al; 2011; Lassegard, 2006; Tsuneyoshi, 2005). Byun, Chu, 
Kim et al (2011) found that European countries where the national language is not often 
spoken elsewhere are more likely to adopt EMI to attract students, which is similar in the 
case of Japan, Korea, and China. The number of EMI programs in Northeast Asia has not 
been tracked as it has in Europe. This is because EMI is an emerging trend and regional 
systems of educational integration have yet to become formalized.  
Much of the literature on English as a medium of instruction comes from the 
European perspective and is highly critical of the use of English in higher education 
(Kirkpatrick, 2011a; Coleman, 2006; Marginson & van der Wende, 2007). One of the 
primary criticisms is that English is reinforcing Anglo-American hegemony in the 
research community. According to Kirkpatrick (2011a), English medium instruction 
provides opportunities for western academic ideas to maintain and increase their control 
over higher education. This control is often a result of the idea that knowledge in English 
is privileged, important research in other languages is excluded, and the acceptance of 
English as the lingua franca in academia (Marginson & van der Wende, 2007). The case 
is different in Northeast Asia and despite these criticisms, national policies support the 
EMI trend and institutions are adopting EMI programs. In the context of Northeast Asia, 
some researchers view EMI as a useful strategy to promote student mobility, but with this 
acceptance, also acknowledge that EMI is not culturally neutral (Tsuneyoshi, 2005; 
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Knight & de Wit, 2007). Nonetheless, none of the existing research on EMI in non-
English speaking countries explores the student experience of EMI. Inbar-Louie and 
Donitsa-Schmidt (2013) conducted a study on EMI in an Israeli teacher education college. 
Part of the study looked at student attitudes towards policy on EMI, but the study focused 
primarily on domestic students and did not look at the lived experience of students in this 
setting. Evans and Morrison (2011) did a study on domestic students’ EMI classroom 
experience in a Hong Kong university and how they feel about EMI instructors. Much 
like the internationalization literature mentioned in the previous section, EMI research 
examines national and institutional policies, possibly because many of the students 
participating in EMI programs are not international students like in the case of Japan, but 
are domestic students who are required to study in English in the home country.   
There are various breeds of English medium programs.  Host institutions offer 
short-term options, degree options or a range of both. In the case of the Graduate School 
of Asia Pacific Studies (GSAPS), although it is structured as a full-degree program, this 
graduate school also offers short-term study abroad opportunities to partner institutions. 
These students come to GSAPS for a semester or academic year, take English courses 
offered by GSAPS, and receive a degree from the home instruction, not from Waseda 
University. Even though these cross-border activities exist in GSAPS, the school’s 
primary objectives make this EMI program at-home internationalization because the host 
institution in the host country offers the program and a degree is awarded from the host 
institution.  
Another type of program that offers EMI is transnational higher education 
(TNHE). These programs are housed in host-country institutions but are offered by 
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offshore institutions and therefore, are not considered at-home programs. Transnational 
programs are considered cross-border programs because they are organized and offered 
by an offshore institution and “the learners are located in a country different from that 
where the awarding institution is based” (Huang, 2007b, p. 422). This TNHE variation of 
EMI is also on the rise particularly in Asia. Often these programs are offered in the 
English language because exporting nations -such USA, UK, Australia- introduce higher 
education programs to emerging nations that import these program, such as China. Short-
term and TNHE variations of EMI are an important part of the global higher education 
landscape but are not the focus of this particular study.  
The following section will provide an overview of internationalization and 
international student mobility in the Northeast Asia in order to establish particular 
patterns of internationalization, at-home EMI degree programs, and international and 
intraregional student flows. The section begins with a brief overview of the history of 
Japan’s political relationship with China and Korea and the influence of Japanese pop-
culture in East Asia. 
The East Asian Context  
The most common understanding of higher education internationalization 
includes cross-border relationships that occur between nations or institutions affiliated 
with a particular home country (Marginson & van der Wende, 2007). The very nature of 
“international” is anchored to modern political and geographical borders. The cross-
border effort to internationalize places an emphasis on the nation and unilateral or 
multilateral relationships between nations. With this in mind, efforts to attract students to 
Japan in order for the nation to increase the number of international students and for 
	  Copyright © Kristen Nakamura Wallitsch 2014 18	  	  	  	  
institutions to appear more internationalized in Japan must include a discussion of 
Japan’s two largest sending nations and closest neighbors in the region, China and Korea.  
A long history of brutal wars with China and Korea resulted in animosity towards 
Japan, tensions which remain today (Varley, 2000). Modern day media includes frequent 
reminders of Japan’s past atrocities. Two stories that are often in the media surround 
conflicts in regard to Yasakuni Shrine and comfort women (Lam, 2007).  The Yasakuni 
Shrine honors those who died in service to Japan including Japanese war criminals that 
committed atrocities against the Chinese. The Japanese Prime Minister’s visits to this 
shrine have heightened already increased political tensions between China and Japan to a 
point that the United States has asked the Prime Minister not to visit the shrine. Another 
story often in the headlines is Japan’s refusal to acknowledge comfort women from 
Korea who were used as sex-slaves during WWII. These are just two examples of 
tensions in Northeast Asia that have not been resolved and increase difficulties in 
political relations in the region. 
Historical memories make East Asians reluctant to accept items originating in 
Japan. However, Japan’s pop-culture has been on the rise globally and in the region, 
particularly with younger generations.  Two examples of Japanese pop-culture that have 
proliferated in the Asian region and globally are manga (comic books) and anime 
(animation) (Katsuma & Iida, 2011).  The attractiveness of Japanese pop-culture is 
improving Japan’s cultural image. Other Japanese items that have been embraced 
globally and in the region include sushi, karaoke, rock garden, zen-inspired architecture, 
J-pop (popular music), J-fashion, electronic gizmos and games (Sony PlayStation 3 and 
Nintendo), and television dramas.  
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Political history and pop-cultural play a role in international student mobility and 
what attracts student to Japan. Lam (2007) suggests that Japan uses pop culture as a type 
of diplomacy, strategically working to infuse non-Japanese with an affinity for Japanese 
products in order to change the historical perceptions of Japan’s hard military power and 
to turn Japan into a place that is “cool” and “fun” (p.351). 
 Asian countries face the challenge of attracting students. In the global hierarchy 
of higher education institutions, first world English-speaking nations including USA, UK, 
and Australia are home to the institutions that fall in the top tier of the segmentation of 
higher education global competition (Marginson, 2006). With the global stratification of 
institutions and a focus on institutional competition and rankings, internationalization 
rhetoric that characterizes global engagement with two-way student flows based on 
mutual cultural respect is not the reality (Marginson, 2011).  Student flows are more 
accurately characterized as asymmetrical and uni-directional with some nations as 
primarily sending nations and other nations as primarily receiving nations. For example, 
students from countries with less developed national systems of higher education (i.e. 
Malaysia, Cambodia) flow to countries with more advanced systems of higher education 
(i.e. US, Japan).   
 International students must consider many factors when choosing the study 
location.  Key factors include country, course, institution and city (OECD, 2004). Global 
rankings are also important to students.  Many universities outside of North American 
pay close attention to global rankings such as the Academic Rankings of World 
Universities  (ARWU) by Shanghai Jiao Tong University and the Times Higher 
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Education Supplement (THES)/QS and work to increase rankings in order to improve 
international prestige (Yonezawa, 2010). Internationalization is a key component in these 
global ranking scales measured by the number of international students and faculty.  
Japan in particular would like to add new institutions to these lists and increase the 
standing of the universities currently included in the ARWU and QS/THES. In addition 
to seeking global prestige, many universities attract international students for financial 
gain because of dwindling enrollments. According to Yonezawa (2010), in the case of 
Japan, increased prestige is the primary motivation for internationalization, not financial 
gain, because tuition costs for international students in Japan remain the same or are often 
lower than domestic students. In the United States and the United Kingdom, tuition for 
international students is significantly higher than domestic rates. 
 According to Marginson (2011), “The map of providers is now becoming more 
diverse, largely through the growth of income-generating English-language programs in 
non-English speaking nations” (p. 379). Globally, many students who desire cross-border 
education are not proficient in Chinese, Japanese, or Korean and are unable to enroll as 
regular degree-seeking students in these countries.  According to a UNESCO study, of 
the top sending nations, English-speaking countries are the primary destination country 
for outbound students from the largest sending countries (see Table 2.2). For sending 
countries where the local language is not English, the USA, Australia, and the UK are the 
top destination choices because of the desire to become more proficient in English, or 
because English is the most common language studied in elementary, primary, or 
secondary school.  The popularity of English, the desire for English proficiency, and the 
widespread use of English for professional communication across the globe prove to be 
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an obstacle for Japan, Korea, and China in attracting degree-seeking international 
students. In these three countries, the recent trend to combat this obstacle is to establish 
and increase the availability of EMI programs. 
 
 UNESCO and OECD work together to provide collective statistics on global 
international student mobility for both OECD member countries and non-member 
countries. These are the statistics that are considered most reliable in the field of higher 
education internationalization for international student mobility. The numbers provided 
for global international student flows include both undergraduate and graduate students. 
Table 2.2  Top Five Destinations for Outbound International Students from Selected 
Origins  
SOURCE: This table is adapted from the UNESCO Institute for 
Statistics report, Global Education Digest 2010. Destination 
countries are in order. 
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On a global scale, it is difficult to determine the difference between top destinations for 
undergraduate and graduate students because country by country there are differences in: 
1) the definition of a graduate or postgraduate student, and 2) how countries count 
incoming and outgoing students.  To get a better idea of the graduate student flows, it is 
more useful to examine mobility patterns from a national perspective.  The US is the top 
destination for international students globally. Figure 2.1 provides a look at incoming 
graduate student flows from the region that is the focus of this study, Northeast Asia.  
 
 
 
Although Japan, China, and Korea each established a unique policy for 
higher education internationalization, some similar characteristics can be identified 
throughout the Northeast Asian region including policy that promotes the use of English 
Figure 2.1 Incoming International Students to the US: Total, Total Graduate, China,  
Japan, Korea 
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in degree programs at Asian universities.  This institutional strategy is greatly influenced 
by national policies that encourage institutions to adopt particular strategies that promote 
national interests and global competition through generous funding schemes.  In 
Northeast Asia, Japan’s Global 30 Project, Korea’s Brain 21, and China’s 211 Project 
and 985 Project are all examples of national policies that encourage particular 
institutional level internationalization strategies (Byun, Chu, Kim et al, 2011; MEST, 
2011; MEXT, 2011; Ministry of Education of the People's Republic of China, 2011). 
Moreover, these policies promote the top tier institutions in each country. The following 
discussion will provide an overview of the national context of higher education 
internationalization, student mobility, and the adoption of EMI in Japan, Korea and 
China.  
Japan 
 In Japan, the government established modern social intuitions after the Meiji 
restoration of 1868 that were modeled from British, German, and French institutions 
(Kaneko, 2004; Okada, 2005). American models were introduced after WWII.  In the 
1960s, Japan saw a rapid increase in higher education because of the belief that human 
capital would enhance the country’s economic success after the war (Okada, 2005). 
Tertiary enrollment increased from 708,000 in 1960 to just over two million in 1975. 
During this period enrollment rates increased from 8% to 27% and reached 39% by 2002 
(Kaneko, 2004; Okada, 2005).  The most recent statistics from the Japanese Ministry of 
Education (2013) indicate that there are 2.7 million undergraduates and 272,451 graduate 
students.  The most recent numbers indicate that 66,833 Japanese students went abroad, 
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down from the peak of 82,945 in 2004 due to a change in demographics, a significant 
decrease in birthrate, and economic factors (Lassegard, 2013; Tsuruta, 2013). 
 Japan has implemented various plans in the past to strive for more 
internationalized universities and to increase incoming international student mobility. The 
first plan, 100,000 by 2000 was achieved in 2003 with China, Korea, and Taiwan as the 
top three sending nations of international students (Arimoto, 2010; Horie, 2002; Huang, 
2006; JASSO, 2013). After the delayed completion of 100,000 by 2000, Japan set, yet, 
another goal in 2008 to accept 300,000 students by 2020.  According to the most recent 
statistics from the Japan Student Services Organization (JASSO), in 2011 Japan had 
137,755 incoming students with 62.2% coming from the top sending country, China, and 
12.1% from the second highest sending country, Korea. As seen in Table 2.3, all 
countries in the top ten are Asian except for the number nine spot that belongs to the 
United States 
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Country 
of Origin 
Number 
of 
Students 
in Japan 
Percentage 
of Total in 
Japan 
China 86,324 62.70% 
Korea 16,651 12.10% 
Taiwan 4,617 3.40% 
Vietnam 4,373 3.20% 
Nepal 2,451 1.80% 
Malaysia 2,319 1.70% 
Indonesia 2,276 1.70% 
Thailand 2,167 1.60% 
USA 2,133 1.50% 
Myanmar 1,151 0.80% 
Total 137,765  
 
 
In 2009, the Japanese Ministry of Education (MEXT) launched the Global 30 
Project that aimed to select 30 universities to lead Japanese universities in the strategic 
process of internationalization.  In the first selection cycle of the Global 30 Project 
(2009), thirteen universities were selected to implement major university level 
internationalization strategies during a five-year cycle (Kato, 2010; MEXT, 2011). Using 
English as a medium for instruction is one of the four primary goals of the Global 30 
Project. This is to open new possibilities for a wider segment of the international student 
population to come to Japan (Asamizu, 2010; Tsuneyoshi, 2005; Yonezawa, 2009). In the 
grant proposal for the Global 30 funding, universities had to establish a plan to increase 
current EMI programs and to add additional EMI programs. As a result, many new EMI 
programs emerged.  
Table 2.3 Numbers of International Students in Japan by Country of Origin (Top Ten 2013) 
SOURCE: JASSO Statistics, 2013 
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Korea 
 In 1945, Korea was home to nineteen institutions with a total of 7,819 students 
(Lee, 2004).  By 2002, the numbers had grown to a staggering 1,321 institutions and over 
3.5 million students. The average higher education net enrollment rate of OECD 
countries for the age of eighteen is 16%, whereas Korea’s net enrollment for eighteen 
year olds reached 44% in 2002. This rapid expansion of Korean higher education 
included both “indigenous modernization in conjunction with accumulated Western 
influences” (Lee, 2004, p. 155). Much of the western influence in Korean universities 
came from the large number of American faculty in Korean institutions. Because of the 
rapid expansion, an adequate number of qualified domestic academics were not available 
for faculty positions, so American faculty filled the void.  
Now, Korean higher education enrollments are declining and competition for 
students has resulted in issues of quality assurance.  Korean students who are unhappy 
with the current higher education system look to study-abroad as an alternative. Initially 
Korean students primarily chose the United States as a destination, which intensified 
social stratification by placing English-speaking Koreans in an advantaged position 
professionally. Now Koreans are increasingly staying in Asia (Postiglione, 2010). Korea 
issued the national policy “Brain Korea 21” to ensure that universities maintain a level of 
quality and that universities can attract top domestic and international students for 
international competitiveness (Byun, Chu, Kim, et al., 2011; Byun & Kim, 2011).  
Korean universities continue to pursue internationalization that includes the increase in 
the number of courses offered in English in order to attract more international students 
and make programs more attractive for top domestic applicants (Kim & Choi, 2010). 
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China 
With one of the largest university systems in the world, China has over 3000 
universities and colleges with more than 13 million students (Min, 2004). Chinese higher 
education has a long history that dates back to 1100 B.C. It relied on indigenous 
ideologies and traditions until the European education model was introduced in the 
1840s.  In 1952, all institutions were brought under the jurisdiction of the Chinese 
government and restructured using the Soviet model until the early 1980s when China 
implemented new reforms.  With the establishment of the open-door policy in 1978, 
China once again sought out western models of higher education and Chinese students 
began to study abroad (Huang, 2003).  
Huang (2003) identifies two phases in modern Chinese higher education 
internationalization.  In the first phase, 1978-1992, the government focused on two 
policies for internationalization.  The first policy was concerned with sending students 
and faculty abroad to acquire information that could be used to strengthen the country’s 
human resources for economic growth.  The second policy called for efforts in English 
language education in order to introduce the newest foreign textbooks. Internationalizing 
the curriculum was accomplished by purchasing the same textbooks used at Harvard, 
Stanford, and MIT and teaching from them in English (Huang, 2006). The second phase, 
1993-present, also increased English language programs but less for domestic purposes 
and more for attracting foreign students.  
Government resources for internationalization are provided for some institutions 
in China. China’s national higher education policies, the 211 Project and the 985 Project, 
encourage leading universities to create world-class universities for global competition 
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(Lixu, 2004; Yonezawa, 2009). Various internationalization strategies are imbedded in 
China’s higher education policies in order to enhance research capacity and achieve 
world-class status. For example, in 2001 the Chinese Ministry of Education called for a 
5%-10% increase in English language curriculum in leading universities.  In particular, 
English language degree programs at leading universities in China increased in the 
natural sciences and engineering (Huang, 2006).    
In summary, Japanese, Korean, and Chinese institutions increased English 
medium courses and degrees as a result of national policies that aim to make universities 
more internationalized. English medium programs are used as a strategy to attract a larger 
segment of the international student population and increase international student 
enrollment. Japan, Korea, and China are promoting EMI programs as a strategy for 
internationalization in order to compete for students in the region and as a dual quest for 
notoriety of individual institutions and the nation’s system of higher education. 
Traditionally, higher education in the west secured the top position in the global higher 
education hierarchy. Now, Asian countries are competing for top status  (MEST, 2011; 
Ministry of Education of the People’s Republic of China, 2011; MEXT, 2011).  
The previous section established the trend of the use of English medium in Asian 
higher education and the role of Asia in the global landscape of higher education. The 
final two sections will focus on the literature related to the international student 
experience, and will conclude with a discussion of cultural globalization and the 
theoretical foundations of this research. 
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The International Student Experience 
 From the large body of literature on the international student experience, this 
section starts with the available literature on EMI. This is followed by research that has 
addressed two different perspectives: the perspective of the sending nation and the 
perspective of the host nation.  Although the primary focus of this dissertation is not on 
adaptation and adjustment, given the large body of research in these areas, this literature 
is briefly discussed. 
 There is a vast amount of research on the international student experience. 
However, English medium instruction (EMI) programs in non-English speaking countries 
are a modern phenomenon and there is very limited research on the student perspective of 
EMI. A few studies look at student attitudes towards EMI and English medium 
instructors in non-English speaking countries from the perspective of domestic students 
enrolled in these programs. One example is a study on domestic students’ EMI 
experience in a Hong Kong university (Evans & Morrison, 2011). Another example is 
Israeli students’ attitudes towards EMI in an Israeli teacher college (Inbar-Louie & 
Donista-Schmidt, 2013). These studies are primarily concerned with non-international 
students who study in the home country and are required to study in English in these at-
home programs. In the case of Japan, the experience of domestic Japanese students in an 
at-home EMI program is relevant, but is outside the scope of this dissertation’s research 
objectives. This research seeks a better understanding of the lived experience of 
international students in an EMI program abroad. Given the limited research on EMI and 
the absence of research on the international student experience in EMI programs, the 
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broader body of literature on the international student experience is reviewed in this 
section. 
 Research on the international student experience is situated in two primary 
perspectives: the perspective of the sending nation and the perspective of the host nation.  
The literature from the former perspective often looks at study abroad programs affiliated 
with a particular sending country’s institution or group of institutions. This connection to 
the sending institution is often with short-term, non-degree seeking programs where 
credit is earned abroad but the degree is conferred from the institution in the student’s 
country of origin. In this type of research, students in the study are often bound through a 
connection to the home institution and travel to various places abroad. Edmond’s (2010) 
study explored the lived experience of a cohort of American nursing students who studied 
together in a US institution, yet went abroad to different locations, such as England and 
Dominica.  Another example of literature situated in the sending country is a survey that 
collected information from Australian study abroad returnees on what was learned from 
the experience abroad (Forsey, Broomhall & Davis, 2012). Research on international 
students situated from the perspective of county of origin is conducted once the study 
abroad participant returns home, not while the participant is engaged in the study abroad 
experience. This research often takes on a reflective tone, and may not be able to capture 
the nature of the experience as if the student were still located in the abroad location. 
Although research from the sending nation’s perspective is relevant, it is outside the 
scope and objectives of the present research. This study aims to understand the 
international student experience while the student is engaged in the abroad experience in 
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the abroad location from the perspective of and bounded by a program in the host 
country. 
  In the latter of these two overarching areas, the international student experience as 
situated in the host country, research typically looks at a particular segment of students 
who share in a common experience in the receiving nation. There is a large body of both 
qualitative and quantitative research on international students who are bounded by 
affiliation of host nation institutions. Although students may not know each other, they 
are often in the same programs, departments, or are at the same level of study.  While 
research situated in the sending country often looks at short-term programs, it is common 
to find research in the receiving nations with a focus on degree-seeking programs. In this 
program, international students are enrolled as degree seeking students in intuitions 
outside of the country of origin, as compared to visiting international students who have 
come for short-term programs. Research on non-degree seeking, shorter-term programs 
situated in a host country does exist but is more difficult to capture given the short 
amount of time in the country. The short-term experience is more suited to survey and 
quantitative methods. 
 From the host national perspective, literature on the international student 
experience in single country research projects focuses on the international student 
population in a particular host country at a particular institution or cross-institutional 
within a host country. In this type of study, international students from all affiliated 
sending countries are typically included, and the research narrows the population by 
looking at a particular academic level (undergraduate or graduate) or academic unit (i.e. 
business or speech and language). Quantitative studies draw broad conclusions on 
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international student experience. They look at a larger segment of the population and 
include a narrow slice of the international student experience with topics such as 
academic and/or social adaptation (Gu, Schweisfurth & Day, 2010; Li, Chen & Duanmu, 
2010; Rienties, Beausaert, Grohnert, Niemantsverdriet & Kommers, 2011; Yusoff, 2011; 
Zhou & Todman, 2009), adjustment and resilience (Wang, 2008), perceptions of the 
academic experience (Trice & Yoo, 2007), problems faced by international students 
(Robertson, Line, Jones & Thomas, 2000; Zhang & Mi, 2010), friendship networks 
(Furnham & Alibhai, 1985), student interculturality (Schweisfurth & Gu, 2012), 
perceptions on quality of education abroad (Simpson & Tan, 2009), and language anxiety 
(Cheng & Erben, 2012). Some quantitative studies focus on particular nationalities within 
the international student population in the host country. Most commonly seen is the 
Chinese student population given that China is the top sending country globally (Zhang 
& Mi, 2010; Zhou & Todman, 2009). These studies generalize larger numbers of Chinese 
students, and look at aspects of adaptation and adjustment.  
 The objective of the present research is to uncover the complexities and depth of 
the individual international student experience in the local setting. The qualitative 
literature situated in the host nation offers a more in-depth understanding of the 
international student experience and looks at smaller segments of the population with 
more targeted research objectives within a particular host country.  Using in-depth 
interviews and qualitative methods, adaptation and adjustment is a popular research area. 
For example, adjustment and proposed acculturation models (Brown & Holloway, 2008), 
adjustment and friendship networks (Brown, 2009), intercultural and cross-cultural 
adaption (Gill, 2007; Lewthwaite, 1997), and adjustment and the learning process 
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(Ramsay, 1999). Research conducted on international student academic adjustment 
almost always finds that the level of English proficiency is tied to the students’ ability to 
adjust to a new culture (Andrade, 2006; Lewthwaite, 1997; Robertson, et al. 2000;). This 
finding has significant implications for students who study in a non-English speaking 
country. Not only do these students have to adapt to the academic culture of the host 
country but also the situation is complicated in that many of them must use a non-native 
language that is not the native language of the host country. For native English speakers, 
communicating with professors and classmates who speak English as a second language 
can also be a challenge. The present research seeks to find how students navigate 
academic life with these added layers of complexity and how various cultural aspects of 
these students come together in this milieu. 
 Other corners of international student research look to expand beyond these two 
commonly researched areas of adaptation and adjustment.   Some examples that reach 
outside of the realm of adaptation and adjustment include academic performance and 
actor networks (Ahn, 2011), difficulties encountered because of neo-racism (Lee, 2007), 
how students negotiate gaps in assumptions (Akazaki, 2009), international student 
networks (Montgomery & McDowell, 2009), the power of language (Kim, 2012), what 
institutions should do to help students adapt (Campbell & Li, 2007), lived experiences 
abroad (Montgomery, 2010), student identity (Rivzi, 2000), and education abroad and 
desire (Smith, 2007). These studies are more qualitative in nature and also focus on 
particular segments of the international student population. One example is Ahn’s (2011) 
study that uses in-depth interviews to understand how actor networks impact academic 
studies for Korean student at three different Swedish institutions.  Another example is 
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Akazaki’s (2009) research on how Japanese graduate students in a British higher 
education institution negotiate cultural gaps that occur because of preconceived 
assumptions.  Although the dissertation research intentionally does not focus on one 
particular nationality in order to deemphasize the role of the nation in conjunction with 
the overarching theoretical framework, this study does look at a very specific segment of 
the international student population at Waseda University and provides a cross-national 
look at the lived EMI experience in the Graduate School of Asia Pacific Studies from a 
cultural perspective.  
 The next section turns to a conversation on the theoretical foundations. The 
following section establishes a theoretical foundation for the present research by 
exploring the relationship between cultural globalization and the international student 
experience.  
Globalization, Internationalization, and Theory  
Globalization and Higher Education 
 Globalization and internationalization are two very different concepts that take on 
many different meanings. Possibly, the only thing that cannot be debated is the 
complexity of the intersection of the two. Amidst the complexity, scholars, researchers, 
media outlets, politicians, and many others, use these tropes without a thorough 
understanding of the concepts behind these two terms. In the context of higher education, 
globalization parallels, but is not synonymous with, internationalization. Globalization is 
often used as a lens for analyzing higher education internationalization.  Many scholars 
adopt the view that globalization is the increase and acceleration of global connectivity, 
but the nature of the connectivity, the elements that are involved, and the extent of 
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globalization’s reach is of great debate (Appadurai, 1996; Arnove, 2009; Burbules & 
Torres, 2000; Clayton, 2004; Mok, 2006; Stromquist, 2007).  Globalization is global 
connectivity whereas internationalization has an emphasis on increasing diversity within 
the nation and, at the same time, reinforcing national identity.  According to Marginson 
and Van Der Wende (2007) and their OECD working paper on globalization and higher 
education, globalization is the “widening, deepening, and speeding up of worldwide 
interconnectedness” (p.5).   
 The theoretical foundations of globalization can be used to elevate discussions on 
the experience of international students to a more theoretical level, beyond what 
internationalization frameworks offer.   The characteristics of internationalization are 
more organizational. Cultural globalization theory is a more useful tool to explore 
relationships among related constructs, concepts, and themes that emerge in this research 
on the international student experience. According to Stromquist (2002), “a theory of 
globalization must define its characteristics, seek to understand the forces that produce 
the dynamics and interrelated effects of globalization, and then assess its outcomes not 
merely on economic productivity and the accumulation of wealth, but especially on social 
outcomes, specifically, who benefits and who does not” (p.1).  
 Japan’s concept of kokusaika is one example of how and why internationalization 
and globalization are often used interchangeably. The dictionary definition translates 
kokusaika as internationalization, but during the 1980’s, kokusaika initiatives in Japan 
aligned more closely to globalization. At that time, Japan was reaching out to establish 
relationships with other countries in order to appear more connected to the world both 
economically and politically. The goal of these activities was to increase Japan’s global 
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interconnectedness and open up Japan to the rest of the world, making the term 
globalization a better fit to explain the purpose of kokusaika initiatives (Hook & Weiner, 
1992). This is not to say that the rationale for pursuing globalization was in no way 
connected to the desire to maintain national identity. In addition, the foundations of 
Japan’s kokusaika globalization were primarily economic and political, but also included 
an educational component that suggested that English should be the priority language for 
academics.  
 The origins of kokusaika make it more similar to globalization and global 
interconnectedness, yet this term has been transferred to the Japanese higher education 
sector to also mean higher education internationalization. This is just one of the many 
occurrences that contributes to the conflation and confusion of these two terms. This 
example demonstrated the need to clearly trace the intersection, complexities, and 
differences between the two in relation to this research. The Japanese use of kokusaika 
blurs the lines between international and global.  
 Further contributing to misunderstanding of these two terms is that globalization 
and internationalization share similar characteristics. For example, globalization has led 
to the use of English as the lingua franca for communication and increased global 
interactions (Altbach & Knight, 2007). The understanding of globalization that this 
employed in this research implies that the use of English can be tied more closely with 
globalization than internationalization. If internationalization were meant to strengthen 
individual states, then implementing English would not foster the objective as it takes 
away from the national language. So in this case, English is used as a tool for 
globalization to better connect the university. “On the one hand, internationalisation in 
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and of higher education is regarded as something positive and important. Almost all 
higher education institutions refer to their international dimension in mission statements 
and in formulations of their profiles. On the other hand, internationalisation is embedded 
within a national value system, which—in the face of growing competition—implies that 
studying is better done at home” (Kehm & Teichler, 2007, p. 262). However, as a result 
of the widespread use of English globally, universities in non-English speaking countries 
select EMI as an internationalization strategy, one that is growing in popularity.  
 Another example of how globalization and internationalization intersect is how 
the domestic and international students at GSAPS are situated in these programs. 
Although many of the Japanese nationals in the department who are seeking to obtain a 
degree in international affairs or international relations choose to take the courses offered 
in English, it is not a requirement. This program’s academic focus is on international 
affairs and international relations. The way this program is structured for domestic 
students appears more like globalization than internationalization. Domestic students’ 
international studies are situated in Japan vis-à-vis the Japanese, or home country, 
perspective. This perspective increases Japan’s global interconnectedness because 
domestic students compare Japan to other countries. International students pursue studies 
in a program situated outside of the home country and bring home country or third 
country perspectives to Japan. International students often choose the home country or a 
third country for the program study focus.   In effect, EMI is an example of how higher 
education is an agent of globalization and also perpetuates globalization. This also 
demonstrates how globalization and internationalization of higher education overlap 
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within the higher education arena and why cultural globalization can be used to gain 
perspectives on the student experience abroad.  
  Globalization is considered a process of worldwide engagement and the 
interconnection of national systems. Internationalization constitutes relationships across 
borders, between nations or single institutions that emphasize national identity 
(Marginson & van der Wende, 2007). Globalization deemphasizes the national context, 
internationalization emphasizes it, and with this emphasis on the nation, international 
students are unintentionally situated as outsiders or foreigners in a host country.  Given 
increased international student mobility that is projected to continue to rise, this research 
looks to resituate the international student. In terms of global student flows, student 
comparisons are most commonly drawn on country of origin and unintentionally force 
international students into a position of outsider from the very start of the educational 
experience abroad.  In the research on international students, the country of origin is 
reinforced over and over again. This is understandable from an immigration point of view, 
but this position should be reconsidered in future research. The invention of the national 
systems of political units is a recent phenomenon in human history and individuals 
manifest belonging to this system and gain entry into a host country with the required 
passport (Hofstede & Hofstede, 2005). Although nations share many common traits such 
as language, national education systems, national products, services, and even sports 
events, the nation should not be viewed as homogenous. These traits should be 
considered part of a society not the nation. Students must declare the nation of origin for 
entrance into a foreign country and requiring an immigration process bounded by the 
county of origin reinforces the importance of nation over and over again.  This research 
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argues for international students as local actors and the decreasing importance of the 
nation. Based on the fact that the most common identifying factor for international 
students in the literature is nationality and that data is most commonly collected based on 
nationality, this research cannot escape these classifications. Internationalization 
emphasizes relationships across borders, between nations or single institutions in 
different nations, which emphasize national identity (Marginson & van der Wende, 2007). 
Comparative education scholars give great attention to examining the relationship 
between globalization and education. Two main themes can be traced throughout the 
dialogue on globalization, higher education and internationalization. The first criticizes 
globalization, economics, and neoliberalism as forcing education into the role of the 
helpless victim.  The second sees the social, cultural, political, and economic elements 
flow between globalization, education, and internationalization as multilateral and 
multidirectional. The discussion will now turn to the first of these two themes.  
 Globalization theories originated from economics, and as a result of the increasing 
interconnectedness of the global economy and market forces, education and culture are 
often seen as being pulled helplessly along behind economic priorities. There are various 
perspectives on the interconnectedness of globalization and the relationship of nation-
states and the level of convergence/divergence that occurs as a result of the “the widening, 
deepening and speeding up of world-wide interconnectedness.” These ideas are then 
transferred to the education sector (Marginson & van Der Wende, 2007, p. 10). Education 
is not the central component in any of these perspectives, however. Economic-driven 
reforms, the relationship between the market and education, privatization and de-
regulation are all examples of globalization themes with neoliberal undertones that are 
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transferred to the education sector along with the logic of homogenization and global 
convergence (Mok, 2006; Mok, 2011). This research does not follow this line of thinking, 
but rather looks to better understand the international student experience through a lens 
that does not assume economics as the driving force behind the international student 
experience. 
Other scholars do not assume that educational and cultural elements of 
globalization take a passive role and value the agency and choices of the local as an 
indigenization of the global (Appadurai, 1996; Luke & Luke, 2000; Rivzi, 2000). The 
flow between the social, cultural, and economic dimensions of globalization are dynamic 
and multidirectional and economics is only one contributing system to the relationships 
that are located beyond the level of the nation-state (Marginson & Mollis, 2001).  
According to Appadurai (1996), globalization does not equate to cultural homogenization. 
Although some flows do have more force than others, the idea of  “Western ideologies 
sweeping the world with a counter argument of a victimized local” is not substantiated 
(Luke & Luke, 2000, p. 276).  The convergence/divergence dichotomy and the loss of the 
local is rejected for the idea that global influences are indigenized and that the global and 
the local are mutually constructed via economic, cultural, social, and political contexts. 
Kellner (2000), in a study of Malaysian students in Australia, moves towards the theory 
that “global cultures permeate local ones and new configurations emerge.” He encourages 
thinking “through the relationships between the global and the local by observing how 
global forces influence and even structure an increasing number of local situations” (p. 
309). In terms of higher education, students are not passively entering into programs 
without realizing the negative effects and are active players in the “game” of 
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globalization.  With the aforementioned perspectives in mind, this research rejects the 
idea of globalization having a homogenizing effect. But it also does not claim the 
opposite side of the dichotomy, complete divergence.  A more accurate way to describe 
the view adopted by this research is that globalization impacts individuals and groups on 
a global scale but does not lead to global uniformity as the flows between the various 
dimensions of globalization rapidly increase. This view offers a way to understand the 
intersection of the global and local as part of the graduate student experience.  
Although theories of internationalization and globalization are both criticized, 
globalization tends to be more highly criticized than internationalization. Although 
internationalization and globalization are both global phenomena, globalization’s reach 
extends further than internationalization.  Globalization is more often associated with 
politics and economics, and as a result, has a more negative undertone than 
internationalization.  Critics of globalization see it as a mechanism that ignores local 
indigenous practices.  
In the context of this research, the theoretical foundations of higher education 
internationalization do no offer a sufficient platform for the analysis of the international 
student experience. Knight’s (2006) framework serves as a useful tool for the evaluation 
of the organization and structure of institution and/or the government’s approach to 
internationalization.  Although negative connotations of globalization are inherent, a 
cultural globalization framework is adopted for two reasons. First, cultural globalization 
focuses on activities at the local level that are impacted by globalization.  Given that 
institutions are serving students from all over the globe, even within the common 
groupings of international students, for example students from China or students from 
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OECD nations, there is still a wide range of diversity. Cultural globalization allows us to 
better understand these diverse populations. Second, internationalization frameworks are 
inadequate for conceptual analysis and better suite the more practical functions of higher 
education internationalization. Cultural globalization moves thinking past the basic level 
analysis of programs and strategies. The following section describes the theoretical 
framework used in the research. 
Theoretical Framework 
 This research positions the international graduate student as the primary actor 
situated at the crossroads of cultural globalization and internationalization. The 
conceptual framework is used as a tool to focus the research on the student as local actor 
and draws from Ebuchi’s (1989) analytical framework of internationalization and 
Appadurai’s (1996) theory of cultural globalization.  
 The research draws on Appadurai’s (1996) concept of cultural globalization to 
frame the theoretical perspective. First is the importance of the local actor. In Figure 2.1, 
the student is positioned as local actor in a circle in the center of the larger ethnoscape 
defined as “landscapes of group identity” (Appadurai, 1996, p. 48). This centrality of the 
student as local actor is salient throughout the research.  Appadurai stresses the 
importance of positioning actors from other nations or cultures as an important part of 
society abroad as opposed to foreigner or outsider. 
 Local actors are full participants in the local community while abroad. Appadurai 
terms the various communities “neighborhoods”. This research focuses on the individual 
experiences of participants who share physical space with other members of the same 
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community3. Appadurai outlines the disjuncture between culture, politics, and economy 
with his five “scapes” framework. This framework can be used to explore the complexity 
of global flows between ethnoscapes, mediascapes, technoscapes, financescapes, and 
ideoscapes.  Ethnoscape is the “landscape of persons who constitute the world in which 
we live” and is a useful tool to explain global group identity across national borders 
(Appadurai, p 33).  Within the ethnoscape lie neighborhoods and the production of 
locality. Appadurai’s theoretical focus on the production of locality and overlapping 
sodalities diminishes the importance of the nation. In this research, the ethnoscape and 
the construction of neighborhoods as social formations is used as a way to understand 
cultural globalization through higher education internationalization and English medium 
programs.   
 Appadurai (1996) recognizes the importance of history and past experiences in 
the creation of social spaces. According to Appadurai, “Existing spaces and places, 
within a historically produced spatiotemporal neighborhood and with a series of localized 
rituals, social categories, expert practitioners, and informed audiences, are required in 
order for new members to be made temporary or permanent subjects” (p. 185). This 
research explores the academic, professional, and social path that led students to their 
current place. 
 Appadurai’s framework looks at sodalities in relation to the global. Appadurai 
focuses on individual as the individual is situated in a neighborhood. This research 
extends Appadurai’s perspective to include the local actor as an individual in addition to 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
3 Appadurai (1996) does not believe that people need to share the same physical space to 
form a neighborhood. Examples include internet or virtual communities.  However, the 
local actors in this study share physical, not virtual, spaces.  
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local actor as group member and draws from Ebuchi’s (1989) perspective in which the 
individual is the focus.  
 Ebuchi’s (1989) perspective complements Appadurai’s theory. Unlike other 
internationalization conceptual frameworks that focus on the institution, the state, or 
organizational characteristics, Ebuchi’s (1989) framework is centered on the student.  
Ebuchi’s conceptual lens views students as individuals who experience a process of 
becoming international vis-à-vis others and that “learning from others should be the core 
value of internationalization” (p. 55).    
 In the theoretical model (Figure 2.1), the arrow moving into the ethnoscape 
signifies the importance of the historical context and the academic, professional, and 
social experiences that locals bring with them to the lived experience in Japan. This 
represents the importance of the historical context (Appadurai) and the importance of 
process (Ebuchi). The local actor is situated in the center of the ethnoscape to illuminate 
the centrality of the local actor within the overlapping community memberships.  
Although the research will look at the individual as a member of a community and the 
individual as self, the self and the individual as community members are interconnected 
and are both represented within the ethnoscape.  Academic experiences, social 
experiences, and the individual are all represented as interconnected circles within the 
ethnoscape.  These are the three areas that emerged as salient in the data and are the focus 
of the analysis. The diagonal lines extending from the local actor symbolize the 
continuation of the lived experience.   
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Figure 2.2 Theoretical Framework  
 
  
  
Summary 
 In summary, Chapter Two provided an overview of higher education 
internationalization literature in the context of Northeast Asia.  The literature shows that 
internationalization in the higher education community takes an organizational approach 
from an institutional or national perspective. With that said, the well-defined concepts 
and frameworks provide researchers a platform to discuss the complexities of 
internationalization. Where these frameworks fall short is that the most important actor in 
the process, the student, is overlooked.  Given this, Ebuchi’s concept of 
internationalization is complementary to the research in that it is student centered and 
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takes a Japanese perspective.  The internationalization –globalization paradox conflates 
two concepts with two completely different meanings. This research views globalization 
as interconnectedness. Internationalization emphasizes the needs of the nation as defined 
by geographical and political boarders in order to clearly outline the essential components 
of the paradox. Chapter Three will discuss the research design and methodologies used to 
explore internationalization, globalization, and the international graduate student as local 
actor. 
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CHAPTER THREE: RESEARCH DESIGN AND METHODOLOGY 
Introduction 
This research seeks to understand why international graduate students choose to 
participate in EMI degree programs abroad and how they construct their lived academic 
and social experiences as participants in these programs. This inquiry to better understand 
the culture of this newly emerging space in Japanese higher education lends itself to the 
case study approach. First, Chapter Three outlines the research design and justifies the 
case study as the strategy of inquiry. Next, the research procedures are explained 
including the selection of Waseda University’s Graduate School of Asia-Pacific Studies, 
how international graduate students were selected as participants, the structure of the in-
depth interviews and other data collection, and the role of the researcher.  Finally, an 
overview is provided for inductive data analysis process, the selected frames of analysis, 
and the salient domains that emerged. 
Research Design 
   In order to engage meaning from participants’ own vantage points, the research 
design is based on constructivist assumptions. The research focuses on one phenomenon, 
the international graduate student experience in an EMI degree program abroad 
(Creswell, 2003; Hatch, 2002; Rossman & Rallis, 1998).  This research accepts that the 
nature of the participants’ knowledge allows for multiple and unique realities. Case study 
as a strategy for inquiry supports the constructivist paradigm as a naturalistic way to 
generate data from the ground up and inductively recognize patterns and relationships 
conveyed by participants (Creswell, 2003; Hatch, 2002).  The case study research 
conducted at Waseda University is a heuristic process that fosters a comprehensive 
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understanding of social and academic practices and how participants construct meaning 
in the academic and social environments surrounding EMI programs. It allows for “the 
researcher to look for the complexity of views rather than narrow meanings into a few 
categories or ideas” (Creswell, 2003, p. 8).  The case unit for this research is a group of 
students who are enrolled outside of the country of origin in an English medium of 
instruction degree program housed in the Graduate School of Asia-Pacific Studies.  
 The case study is well suited for international research as it allows for the 
sensitivity that is needed in the context of cross-cultural research (Stephens, 2009). In 
relation to global-local research, Stromquist (2007) indicates that “…the case study 
enables the researcher to present the points of view of the social actors involved…case 
studies provide an in-depth look into phenomena that might easily be missed when using 
questionnaires that cover a large number of universities but minimize the particular 
context and location in which they operate” (p. 85).  This case study provides a local 
view in order to offer a better understanding of how internationalization and globalization 
influence international graduate students, the communities they enter, and the lived 
experiences when abroad in Japan. 
Deem (2010) suggests that “the local-global axis is an important concept both for 
those interested in the cross-cultural development of higher education and for those more 
concerned with researching…only one country” (p. 8) and that “[T]he methods used to 
investigate claims for global influences on higher education perhaps need pay more 
attention than less to the subtleties of cross-cultural research…and to case study strategies” 
(p.17). The selection of a case study as a method for this research allows for a close 
examination of the processes of international graduate students and, therefore, brings 
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subtleties of their experiences to the surface.  Using the case study strategy at Waseda 
University’s Graduate School of Asia Pacific Studies brings to the surface specific 
characteristics of the student experience in connection with this particular institution and 
department.  
 
 
A constructivist lens for human knowledge and the case study as a heuristic 
strategy dovetails with the primary method of inquiry employed in this research, in-depth, 
open-ended interviews  (see Figure 3.1). The following section justifies the site section, 
participants selection, and explains the use of in-depth student interviews, administrator 
interviews, participant observation, and the use of unobtrusive in this case study of a 
group of international graduate students in a particular academic department. 
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Figure 3.1 Research Design and Procedures 
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Research Procedures 
Site Selection 
The Graduate School of Asia Pacific Studies (GSAPS) at Waseda University was 
purposely selected as the site to conduct research on international graduate students’ 
social and academic experiences in an EMI degree program. From a historical 
perspective, Waseda University has prioritized internationalization and continues to be on 
the vanguard of internationalization efforts in Japan. As a Global 30 institution, Waseda 
University plays a unique role as a lead institution in Japan’s internationalization process. 
More specifically, Graduate School of Asia Pacific Studies at Waseda University has a 
well-developed EMI degree program. This section justifies the site selection with context 
on how national policy impacts this particular program at this particular institution, the 
specifics of the institution, the role of a private Global 30 university, and the particular 
department that houses the program. 
 In 2009, Japan set forth a major national initiative for university 
internationalization called the Global 30 Project, or Global 30. The overall goal of 
Global 30 was to select 30 core universities for internationalization.   In the first five-year 
cycle, seven public and six private universities were selected. The 13 selected institutions 
only included elite top-tier institutions.    Global 30 required that all 13 of these 
universities implement four main goals as stated by the Japanese Ministry of Education, 
Culture, Sports, Science and Technology (MEXT, 2011). The goals included: 1) expand 
course programs in which degrees can be earned through English-only classes; 2) 
enhance the systems for receiving international students; 3) provide opportunities to learn 
Japanese language and culture; 4) promote strategic international cooperation by 
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establishing overseas offices. This policy was not responsible for Waseda University’s 
first EMI programs which started in the 1998 academic year (MEXT, 2011). However, 
under Global 30, five new undergraduate and six new graduate EMI degree programs 
were added for a total of 22 programs in 17 different schools and colleges (See Appendix 
C for a full list of EMI degree programs at Waseda University).  
Waseda University is known historically for prioritizing international efforts, and 
promoted internationalization long before the current global, regional, and national 
internationalization trends emerged. Waseda University opened its doors in 1882 and 
accepted the first international student from Korea two years later (Waseda University, 
2011).  In the 2012-2013 school year, Waseda University enrolled 3,771 international 
students, the largest total number of international students of all universities in Japan 
(JASSO, 2013; Waseda Fact Sheet, 2013). With a total student population of 54,113, 
international students at Waseda University make up 6.9% of the student population. Of 
these international students, 1,487 are undergraduates and 1,910 are graduate students.  
Waseda University’s global network consists of 345 exchange agreements, and 413 
partner institutions in 77 countries.  These facts confirm Waseda University’s dedication 
to internationalization in Japan and therefore justify it as the university of choice for the 
location of this departmental case study.  
The selection of a Global 30 university introduces certain research limitations. 
Global 30 universities are not the only institutions in Japan that offer EMI. Many 
universities, including Waseda University, started EMI programs prior to the Global 30 
and many universities not selected for Global 30 implement EMI programs.  In addition, 
a Global 30 university represents the top tier of universities in Japan in terms of 
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competitiveness for entrance and the ratio of the number of applicants to the acceptance 
rate. Given this status, Waseda University does not provide a comprehensive view of the 
landscape of Japanese universities, the diversity of institutions in Japan, and the diversity 
of EMI offerings in Japan. However, an EMI program housed at a Global 30 university 
was selected for this study because of the regional trend in Northeast Asia. As indicated 
in Chapter Two, China, Korea, and Japan have each selected a few top-tier, elite 
universities into foster into world-class institutions and the use of EMI as a strategy for 
internationalization for global higher education competition. This regional trend 
encourages the addition of graduate EMI programs because graduate schools are a place 
to produce advanced research and scholarship. In addition to internationalization, 
research and scholarship are major indicators that increase global rankings for global 
competitiveness.  
 The initial research plan was to interview students from each of the EMI 
programs housed at Waseda University in order to understand the international student 
experience of EMI across all degree programs at one particular institution in an 
institutional case study. Once preliminary data collection started, it quickly became clear 
that because many of the EMI programs were newly established, the academic diversity 
in the EMI international student population, and the relatively large number of EMI 
programs offered at Waseda, the in-depth examination of students at one graduate school 
was a better scope for the research project. Many of the EMI programs at Waseda 
University were newly established as part of the Global 30, targeted very specific groups 
of international students, and did not have a curriculum as comprehensive as the Graduate 
School of Asia Pacific Studies in terms of the number of courses offered and the range of 
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research areas available to students. International students in other programs appeared 
more as “add ons”, studied parallel to but did not intersect with the domestic students, 
and were not fully integrated into the department. For example, a student from the 
Economics department was not involved in coursework, but worked independently with 
the advisor because no courses were offered in English. Also, there was no separation of 
the very important research seminar, or zemi. In other departments, students with very 
limited or no Japanese language skills attended research seminars in the Japanese 
language, as there was no separate English seminar for students who did not speak 
Japanese.   Of the ten graduate schools that offer English medium degree programs, the 
Graduate School of Asia Pacific Studies was the ideal setting for this research because 
the program was well established, well developed, has a reputation for being one of the 
top EMI degree programs in Japan, serves as a model for internationalization embedded 
in a university, and is renowned for internationalization efforts (Tsuneyoshi, 2005).  
 Given these factors, this department provided an data-rich setting to understand 
the lived experiences of students in a way that could move past discussions about the 
challenges of being in a newly developed program.  A large body of research on the 
international student experience draws conclusions based on negative aspects and 
challenges of adaptation and adjustment into a new environment, offers university 
personnel suggestions on how to better accommodate students, and calls for reforms 
(Kinnell, 1990; McNamara & Harris, 1997; Walker, 2005). Although challenges exist in 
almost any environment abroad, a well developed orientation program, existing avenues 
for students to seek help, supplemental support programs and opportunities to learn the 
cultural and the language that are offered in the GSAPS provide a platform for students to 
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be immersed in the program. Students do not just exist parallel to the department as an 
independent researcher or cohorts of international students who move along together 
through a lock-step process. This research intended to situate the international student as 
local actor analytically possible in any university environment. However, with a well-
established program, the focus can be more on the lived social and academic experiences 
as opposed to challenges and hurdles that reinforce “outsiderness.”  
Given the unique role that private institutions play in Asia, it should also be noted 
that The Graduate School of Asia Pacific Studies is housed in a private university. Asia is 
home to a majority of the world’s private higher education institutions and these private 
institutions are contributing to the shift from elite to mass higher education in the region 
(Altbach, 2010; Umakoshi, 2004). Many private universities serve the function of 
providing higher education to the mass population; Japan’s case is no exception.  
Japan has a well-developed system of higher education and is home to 780 
universities comprised of 599 private institutions (77%) and 181 public institutions. In 
Northeast Asia there are some elite private universities, but public government supported 
universities in Asia are considered the most prestigious. In addition, because public 
institutions are supported with government funds, tuition fees are much less, making 
them more economically attractive to students.  The large numbers of lower tier private 
universities play the role of providing mass higher education (Altbach & Umakoshi, 
2004). Elite and non-elite private institutions have more flexibility than public institutions 
in institutional decision-making. In Japan, private institutions are not as rigidly monitored 
as public institutions. Since private institutions are allowed more autonomy, this provides 
a platform for innovation and flexibility in program development as compared to 
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Japanese public institutions that have a reputation for maintaining rigid, antiquated 
standards. Private institutions provide a platform for EMI graduate programs such as 
GSAPS to thrive. And although public institutions are typically higher status in Japan, 
Waseda University is an example of an elite private institution that is well known in 
Japan and the region as a prestigious university.  Waseda University’s position as a 
private institution and well-regarded university further support the selection of this site 
for the case study. 
Participant Selection 
Participants were purposefully selected using snowball sampling (Hatch, 2002; 
Merriam, 1998). This sampling technique was used to identify international graduate 
students enrolled in EMI degree programs at GSAPS.  The target audience was 
international graduate students enrolled in an English medium master’s or doctoral 
program at the Graduate School of Asia Pacific Studies who had completed at least one 
semester at Waseda4. Word of mouth, talking with gatekeepers such as faculty and 
administrators, and social networking sites such as Facebook were used to identify new 
participants. Prospective participants were asked directly. In a snowball sampling 
technique, I also asked participants who agreed to be in the study to suggest and 
introduce other potential participants.  Finding new participants through existing 
participants was included in the interview protocol. This sampling technique was 
particularly useful because asking participants to suggest others led to a network in which 
academic and social experiences of the participants sometimes overlapped. The 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
4	  The Master’s program is a two-year program in which students take courses in the first 
year and often spend the second year in the field collecting data, therefore it was 
important to capture students early on in their tenure at Waseda. 
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overlapping of common social and academic experiences provided various perspectives 
of common lived experiences.     
 One of the other reasons for selecting a particular department for the case study 
was the geographical location of other campuses and access to students on these 
campuses. Because many of the EMI programs were not housed on the main campus, the 
snowball sampling technique did not lead to students on other campuses because these 
students’ academic and social networks did not intersect. The intersection of the 
participants’ experiences became an important part of the study, which supports use of 
the theoretical foundations that frame the research. In addition, in the case of GSAPS, 
social and academic communities inside the university were most often formed with 
students in the same department or outside of the university. Close networking with 
students from other EMI departments at Waseda University did not often occur as 
students’ primary university based friendships, relationships, and communities were 
forged inside of the department. 
 I conducted interviews with 17 international graduate students who were all 
enrolled in English medium degree programs in the Graduate School of Asia-Pacific 
Studies (GSAPS). When seeking these students, I tried to get a balance of participants 
including women and men and geographical spread.  Two students form North America 
who agreed to participate in the study were not able to follow through with the interview 
because of other academic commitments. I anticipated that native English speakers would 
be more eager to share their experience abroad but found that that students from the 
Asian region seemed more flexible, willing, and had the availability to meet with me.   
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 All 17 participants were working on either a Master’s Degree in International 
Affairs, a doctorate in International Relations, or at the time the research was conducted, 
transitioning from a master’s to a doctorate in the same department (See the table in 
Appendix D for demographic information on the 17 participants). There were eight 
students working towards a master’s and of these eight, six had no intention of pursuing a 
doctoral degree. Four of these six were in Japan on scholarship programs through their 
home country employer and were expected to return to their job upon completion of the 
degree. Two of the eight had plans to apply to a doctoral program in the future and the 
final two planned to seek employment after the master’s degree was completed.  
 Of the 17 participants who were involved in the research, ten were females and 
seven males.  Also of the 17, eight were in long-term relationships meaning they were 
married, planning to marry, or living with a partner. Of the eight long-term relationships, 
six participants were married. At the time the interviews were conducted, five of the 
spouses lived in Japan and one spouse remained in the home country.  However, all but 
one of the couples had spent some portion of their marriages in separate countries. Often 
the case was that one spouse would come to Japan first to prepare living arrangements or 
immigration paperwork and the other spouse would follow at a later time. Four of the six 
married couples had children and of these four families, three of the families brought 
their children to Tokyo.  The case of the children was similar to that of the spouse where 
the children would move to Tokyo after the parent/parents so that the parent/parents 
could prepare living arrangements and immigration paperwork. One couple was initially 
unsure as to whether or not their child should live in Tokyo, so the child lived with 
extended family in the home country while the couple moved to Tokyo. After a year, the 
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couple decided that Tokyo would be a good place for the child to grow up and attend 
school, so the child moved to Japan with the parents. Of the two non-married participants 
in long-term relationships, one couple lived together in Tokyo and one couple lived in 
separate countries.  Neither of these couples had children. 
 All participants came to Japan with either educational experiences outside of the 
home country or paid professional experience in either the home country or abroad (not 
including unpaid internships). Eleven of the participants had prior educational 
experiences outside of the home country and six of the participants did not have any 
educational experience outside of the home country prior to coming to GSAPS. Thirteen 
of the 17 participants came to GSAPS with professional experience, and of these thirteen, 
four participants had professional experience outside of the home country. Four of the 17 
participants came to Japan without any paid professional experience but all four of these 
participants had educational experiences abroad. Two earned a full degree in an English 
speaking country and two experienced a full semester abroad. In terms of previous 
educational and professional experience, all 17 participants worked in the home country, 
worked abroad, studied abroad, or had some combination of the three prior to their 
studies at GSAPS. 
 In terms of region of origin, country of origin, and the passport that each 
individual used for immigration purposes, nine participants came from Southeast Asia 
including Cambodia (2), Indonesia (1), Malaysia (2), Nepal (1), Singapore (2), and 
Thailand (1). Participants from Northeast Asia included China (4), and Korea (1). 
Participants form Europe included Sweden (1) and Hungary (1). And there was one 
	  Copyright © Kristen Nakamura Wallitsch 2014 59	  	  	  	  
participant from the United States. Thirteen participants came from non-OECD countries 
and four came from OECD nations. 
The seventeen participants in this study can be categorized in a multitude of ways. 
Eight main groups at two different levels emerged that can be tied to the theoretical 
foundations of the research (see Table 3.1). At the top level participants were divided into 
groups who came from OECD and non-OECD nations. These two groups of students 
came to Japan with a very different stories and experienced life in Japan much 
differently.  The subgroups under these two categories included self-funded students, the 
Chinese international student population, students whose study was sponsored but the 
employer, and students whose academic study focus is Japan. Except for country of 
origin as OECD or non-OECD, these groups are not mutually exclusive; in fact, most 
participants are part of two or more of these groups. 
These salient groups emerged through the data analysis process. International 
students shared stories of educational history, educational decision-making, and 
educational experiences in Japan. In these stories, the path of students from OECD and 
non-OECD countries diverged. The salient groupings that fall under the OECD and non-
OECD groupings are salient because of the significant number of times these issues were 
discussed by individuals in the interviews.  
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Table 3.1 Salient Groupings of Participants 
Non-OECD OECD 
Self-Funded 
Employer Funded 
Chinese Students 
Japan Area Students 
 
All participants come from either an OECD country of origin or a non-OECD 
country of origin.  Four participants came from OECD countries including the United 
States (Stephanie), Sweden (Alek), Hungary (Julia), and Korea (Jessica).  Given the 
economic standing of OECD nations, OECD nations have better developed systems of 
higher education.  The United States and Sweden both have globally competitive higher 
education systems. College students in these two nations have access to domestic high-
quality higher education; there is no need to study abroad to access higher education but 
some students do desire study abroad.  Stephanie, Alek, and Julia earned an 
undergraduate degree in their respective countries of origin. All four studied abroad 
during their undergraduate years, Stephanie and Alek in Japan and Julia in the United 
States.  All three of these participants focused on Japan in their respective academic 
disciplines.  
Although Korea is an OECD country, it is an interesting case given that it is one 
of the more recent countries to be included in OECD. Korea’s quick economic and 
educational climb after the Korean War is revered as a success story. Although Korea has 
	  Copyright © Kristen Nakamura Wallitsch 2014 61	  	  	  	  
been able to provide access to higher education to a large percentage of the population, 
even at a much higher rate than many other OECD nations, many of the universities in 
Korea still lack quality education programs.  It is highly competitive to enter the top 
universities in Korea, leading to strict life of study in middle and high school in order to 
prepare for university entrance.   
Jessica’s case underscores two common themes in Korean higher education. First, 
there are a few globally ranked Korean institutions but some student go beyond domestic 
competition and seek entrance into institutions with higher global rankings. Some 
students seek to study abroad opportunities in countries that have a reputation for a 
better-developed system of higher education, most commonly the United States, but also 
Europe. Although the number of Korean students who study in Japan is on the rise, the 
historical animosities between Korea and Japan could be problematic for Korean students 
in Japan.  Koreans who live in Japan are minority group that Japanese society views as 
inferior.  This stereotype is gradually changing with the younger generations of Korean 
and Japanese but Koreans who live temporarily (i.e. as students), or as permanent 
residents still face discrimination making the choice to study in Japan an added challenge.  
Jessica indicated that she was aware of these stereotypes. Her Japanese husband who was 
well traveled and internationally minded was not concerned with the possibility of 
marrying someone who is associated with negative stereotypes in Japan. However, 
Jessica indicated that in her neighborhood she was highly concerned about following 
typical Japanese cultural rules in terms of maintain her and her husband’s Tokyo home. 
She said that she carefully hung her outdoor laundry in a very organized fashion and 
promptly removed it from her terrace so that the neighbors would not think she was a 
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rude neighbor. If she displayed “inappropriate” neighborly behaviors, her Japanese 
neighbors may attribute this to her Korean heritage. 
Also, parents realize the incredible sacrifices that young students must make in 
order to prepare for college entrance. Some parents choose to remove their children from 
the education system and educate their children abroad. Jessica and her siblings studied at 
a boarding school in India for this very reason.  In middle and high school, Jessica and 
her younger siblings studied in English in a much less competitive environment. Jessica 
has fond memories of friendships and social activities during her middle and high school 
years in India.  Also, studying in English at an early age prepared her and her siblings for 
entrance to universities in the United States.  She and her three siblings enrolled as degree 
seeking students in universities in the United States for their undergraduate degrees. 
Students from non-OECD countries have a much different story.  Many of these 
students came to Japan because, particularly at the graduate level, the Japanese higher 
education system is more developed than in their own countries.  Thirteen of the 
participants came from non-OECD nations. All of these students came to Japan to study 
and gain knowledge in a particular academic field in English. Although academic courses 
may have had an emphasis on the context of Japan, these students did not come to Japan 
to study Japan or because they were interested in Japan area studies.  
Six of participants from non-OECD country of origin were sponsored or 
supported by an employer5.  Irfan (Indonesia), Jannah (Malaysia), Maryam (Malaysia), 
and Shirong (China) received a scholarship through their employers.  All of these 
participants worked for the government in their home countries and continued to receive 
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part of their salary while abroad. These participants were all Master’s students were 
required to return to their government positions after they completed the degree. The each 
came to Japan to learn more about their respective academic fields, for example, Shirong 
who came to advance his knowledge in the area of environmental engineering, and 
Jannah, who came to study politics.  Although Japan is more developed in these areas and 
can be used as a model to help these participants make advancements in these areas in the 
home country, they did not come to Japan to focus on Japanese systems.   Although these 
participants had to change to a more modest lifestyle because of the higher cost of living 
in Japan, they sill lived a comfortable life given that they received a partial salary.  They 
were able to travel home to visit, participate in social activities, and participate in cultural 
activities to learn about Japan such as visiting tourist areas or domestic travel. The 
employer also allowed for family members to live in Japan during the period of study.  
Two of this group of six, Khean (Cambodia) and Rith (Cambodia), came to Japan 
fully-funded on scholarships sponsored by the Japanese government. They did not apply 
for their scholarships through the employer, but the employer encouraged them to apply 
for scholarships through the Japanese embassy in their home country. The employer was 
not able to provide additional funding but guaranteed that they would be able to return to 
their same jobs once they completed the degree. Financially, these two participants had a 
more difficult time affording life in Japan. In addition, Khean was not able to bring his 
wife and child to Japan because of the high cost of living. 
The group of self-funded participants includes students from both OECD and 
non-OECD nations. Although Jessica (Korea) and Stephanie (United States) entered the 
program as self-funded students, they were able to apply for partial funding once they 
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started the program.  Jessica and Stephanie both received funding from Waseda 
University for “young scholars.” These Waseda grants were to encourage students under 
the age of 30 to enter a PhD program. Both of these participants were married and were 
able to receive some financial support from a spouse, but did not receive funding from 
their parents. The two self-funded non-OECD participants, Siyu and Yuki, are both from 
China and are both pursuing a Master’s degree. Given Waseda’s positive reputation in 
China, these students and their families believed that it was a good opportunity to study at 
Waseda. In addition, these families were able to financially support a degree abroad.  
This research included four students from China. A mention of this group is 
important given that the largest number of international students in Japan comes from 
China.  As mentioned above, two Chinese students were self-funded.  Also discussed 
above was a student from China who was sponsored by the Chinese government. The 
fourth Chinese student, Victoria, was a doctoral student on a fully funded Japanese 
Ministry of Education Scholarship. 
 All participants were admitted to GSAPS because they demonstrated through 
TOEFL scores, the admissions application, and admissions interviews that they have the 
ability to conduct all academic work, including a thesis or dissertation, in the English 
language.  A range of English abilities existed in the group of 17, but based on my own 
observations, I would place students into the ability levels of native, near native, and high 
level. All participants in the native category identified their home countries as English-
speaking, and to my native ear, made no mistakes in oral sentence structure, grammar, 
etc. These individuals came from the United States and Singapore. For the near native 
speakers, at times it appeared that they might be native, but after engaging in 
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conversation for a few minutes, my native ear could identify small mistakes. The students 
in this category came from Korea, Hungary, Sweden, and one of the participants from 
China.  For high-level English ability, I sometimes had to ask students to repeat what 
they said, or to clarify, but overall, I was able to understand the full meaning of the 
conversation. 
In addition to the international graduate student participants, the dean of the 
Center for International Education (CIE) was also interviewed. The CIE is the central 
administrative office for international students.  This interview was conducted in order to 
better understand the context of the international student population at the university and 
to get background information on the institution and internationalization. The CIE dean is 
a position that rotates to various faculties, so the dean at the time the research was 
conducted also has a primary appointment as full professor in GSAPS. During this 
interview I asked questions about the institution and also obtained information on 
GSAPS. 
Data Collection 
My tenure in Japan lasted from August of 2010 to April of 2012. From October of 
2011 to March of 2012, I conducted 17 in-depth interviews and follow up with the 
participants. The interview process began by identifying a potential candidate. After a 
potential participant was identified, an invitation to participate in the study was sent by 
email or social networking sites. Once a potential participant agreed to participate, a 
follow-up email was sent to provide the parameters of the study, confirm dates, times and 
other information related to the nature of the research and the interview process.  
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The semi-structured interview protocol was planned to last approximately 60-90 
minutes. Most interviews took place in the Waseda University Central Library study 
room. However, some participants preferred to invite me to their home or suggested we 
hold the interview before or after a joint meal at a restaurant. Given the different settings 
for the interviews, they lasted between 1-4 hours. Before the interviews started, consent 
forms were provided to all interview participants and participant confidentiality and 
research objectives were explained [see Appendix B for the consent form]. 
The primary method of data collection for the research was face-to-face in-depth 
interviews. The research involved formal, semi-structured interviews for the purpose of 
uncovering meanings as constructed by the participants (Hatch, 2002). The interviews 
were semi-structured because although interview protocol was established, the contents 
of the interview remained flexible. The interviews started with general background 
questions essential to understanding the context of the individual participant such as 
country of origin, research area, and previous international experiences [See Appendix A 
for interview protocol].  Generally, the interviews then moved to the essential questions 
designed to “generate the central data of the study” such as questions that lead to 
narratives on the personal experiences of the international graduate student (Spradley, 
1979, p. 26).  Spradley (1979) suggests that essential questions be open-ended and 
structured to generate responses that relate to the overall research questions.  Careful 
attention was given to participant responses during the interview in order to generate 
probing question on the spot to gain a deeper understanding of the participants’ 
explanation. Some possible probing questions were included in the interview protocol. As 
each of the interviews was completed, protocol was revised. 
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Although I developed an interview protocol, many of the interviews took a more 
narrative structure with the participant leading me through a semi-chronological story of 
their educational life to explain how they arrived at the current place in an EMI program 
in Japan. Participants also led me through stories about life in Japan. Some of the more 
timid participants relied more on the question answer method, but generally speaking, 
most participants were eager to share their educational and professional history and 
stories about their academic and social experiences in Japan. Many times I simply told 
the participant that I was interested in how they got here, and what they do now that they 
are here. This was often times enough of a lead for many participants to fill the requested 
60-90 minute period with stories about their lives. When this occurred then at the end of 
the interview I reviewed the list of protocol question to ensure that the participant had 
included all the information I needed.  Generally speaking, each interview had its own 
flow based on the narrative of the participant. This narrative style interview provided rich 
data and strong examples to support the data analysis. Also during the interview, I asked 
questions that were not on the protocol so that I could clarify something that I didn’t 
understand. For example, I often had to clarify the terminology used for the education 
systems used in each respective county. In addition, if a participant started to discuss 
things that were outside of the scope of the research, I used probing questions to redirect 
the participant. 
Data were also recorded using participant observation and the collection of 
unobtrusive data (Hatch, 2002).  In order to have an in-depth understanding of the EMI 
context at the case study site, participant observation was conducted by attending English 
language research seminars called zemi. Research seminars were observed as opposed to 
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classes because all students are required to attend research seminars and not all students 
are required to take courses. Many doctoral students are not required to take classes and 
many master’s students only take classes during their first year and spend subsequent 
years doing independent research.  In addition to participant observation, documentary 
data was collected, including a list of the graduate school curriculum offered in English, 
degree requirements, syllabi, the mission statement, the university’s history, the 
department’s history, and profile and policy documents.  These data were retrieved both 
online and hard copy. 
The Role of the Researcher 
My perceptions of EMI programs at Waseda University were shaped by my 
personal experiences. In order to conduct this research I applied for and was accepted to a 
fellowship sponsored by the Japanese Ministry of Education, Culture, Sports, Science, 
and Technology (MEXT) as a MEXT Research Student. My fellowship placement was at 
the Graduate School of Asia-Pacific Studies (GSAPS) at Waseda University. The 
conditions of the fellowship and the requirements of the immigration office necessitated 
my enrollment in one EMI course per semester6. This requirement allowed me to meet 
students and faculty in the environment where I conducted my research.  However, 
participation in these courses influenced my perceptions of courses, students, and faculty. 
In addition, students and faculty often viewed me as if I were a regularly enrolled student. 
Despite the fact that my role influenced my perceptions, being a MEXT Research Student 
provided me the opportunity to better understand how academic and social spaces were 
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under this funding, the transcript is proof of my academic activities. 
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constructed in this environment. It also allowed me to access spaces that would have been 
difficult to access without this assignment. 
Another fellowship requirement was weekly attendance at a zemi research 
seminar led by my advising professor at Waseda. All students in GSAPS are required to 
attend a research seminar led by their advising professor in order to receive feedback on 
current research projects. Membership in this research group provided me invaluable 
insight on research efforts and social interactions of graduate students, the dynamics of 
the research group, and the role this type of group plays in Japanese higher education. 
Through classes and the research seminar I was able to network with students, gain 
access to information needed for this research, and identify zemi and class as important 
spaces in the academic environment.  
My appointment as a MEXT Research Student at Waseda allowed me greater 
access to the university and its resources. Research students have access to the same 
academic information as a degree-seeking student and I also had proximity to gatekeepers 
at the university, allowing for access to students and university personnel. I received 
written consent from the Dean of the Center for International Education (CIE) in order to 
use this access for dissertation research purposes, and all participants in this study were 
informed of my research objectives, my role at Waseda University, and my position in 
GSAPS [See Appendix B for the student consent form]. 
In addition, my past experiences in Japan influenced my role as a researcher. I 
was a student in a short-term EMI program at Nagoya University for a semester in 2008. 
Given this experience at a different university, I was able to recognize differences 
between the departments and the universities and I was able to compare these experiences 
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in order to better structure my interview questions.  For example, I knew from the start 
the extremely important role that the zemi research seminar plays in the Japanese 
university.  I could ask detailed questions about the structure of these research groups 
from the beginning instead of first discovering them from my participants.  Being able to 
see the differences and make comparisons between Waseda University and Nagoya 
University was a critical component of structuring the research and the interview protocol. 
Although fellowship requirements sometimes overlapped with the role of degree-
seeking students, the ultimate purpose of my tenure at Waseda University was not to 
obtain a degree but to conduct dissertation research. My closeness to the institution 
required reflexivity in order to recognize bias, personal values and interest; yet overall, 
my positionality as researcher at Waseda University allowed for a more thorough 
understanding of the environment. 
Ethical Considerations 
As the researcher, it is my full responsibility to follow ethical guidelines. The 
institutional review board (IRB) at the University of Kentucky reviewed and approved 
this research. As part of the IRB process, Waseda University provided permission to 
conduct research at the university with a letter of consent. Waseda University provided 
written permission for the research to be conduced but did not require my research be 
approved by an institutional review board. 
I explained the purpose and objectives of the research to all participants. All 
participants provided informed consent. The University of Kentucky institutional review 
board approved the consent form [See Appendix B].  Before interviews, I explained 
confidentiality and ethics because it is not required in other countries. The next section 
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will explain the inductive process used for data analysis and the methodological 
limitations of the research. 
Data Analysis 
As suggested by Merriam (1998), data management was divided into three 
phases: data preparation, data identification, and data manipulation. However, a linear 
approach to data analysis is not required of qualitative research methods and in this 
research, these steps were often repeated and revisited given that this research employed 
an inductive approach and domain analysis (Stephens, 2009). With this ongoing approach 
in mind, the first task in data analysis was to organize and prepare the interviews and 
unobtrusive data (Creswell, 2003).   
 Data organization and preparation included transcribing the interviews and typing 
up notes. I transcribed all 17 of the digital interviews on my own, typed field notes, then 
entered the raw data in to the computer software program, NVIVO.  The data from the 
transcripts were processed using Hatch’s (2002) inductive approach of domain analysis. 
Hatch’s (2002) model of inductive analysis is not considered the universal model of the 
inductive approach. Hatch’s approach provides a more flexible and adaptable framework 
and is used to distinguish the inductive approach from the other methods. The domains in 
this study were uncovered using information that emerged from a selected group of 
people with specialized interests, not from large groups who share common cultural 
understandings (Hatch, 2002). The study looks to find how this particular group of 
international graduate students makes meaning of their experiences as international 
graduate students in Japan who are obtaining a degree in the English language; and 
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consequently, their lived social and academic experiences that support constructivist 
assumptions. 
The first step in the domain analysis was to identify the overarching “frames of 
analysis” (Hatch, 2002; Spradley,1979). After reading all of the completed transcripts and 
data, two frames of analysis emerged, 1) why students come and 2) what students do. 
These two very general frames were selected because they effectively tie the data back to 
the main research objectives but also leave open the opportunity to uncover new 
relationships within the data. Next, the data were read for nine types of semantic 
relationships. Examples of the nine relationships include strict inclusion (x is a kind of y), 
cause and effect (x is a result of y), and attribution (x is a characteristic of y) relationships 
(Hatch, 2009; Spradley, 1979).   First, the nine semantic relationships were used to 
uncover cover terms and included terms for the frame of analysis, why students come. 
Cover terms name the category and included terms are all of the data that can be 
classified under a particular cover term. This method allowed me to look below the 
surface level and “see things that are much less obvious” (p. 108, Spradley, 1979). After 
all of the data were read for the first frame of analysis, the data were read in full again to 
identify semantic relationships for the second frame of analysis, what students do.  
Just as the data were read for one frame of analysis at a time, the data set was also 
read for one semantic relationship at a time. I used a semantic relationship as the starting 
point for my domains. The initial domain analysis was conducted in two steps. First I 
created a domain sheet and recorded all possible domains by hand; this resulted in dozens 
of possible domains. This method forces the researcher to uncover domains that were not 
previously considered, remove preconceived themes, and uncover new ideas. After I 
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recorded the cover terms and included terms for semantic relationships under each frame 
of analysis on the domain sheets, the second step was to use the domain sheets to code 
the data in NVIVO. Using the domain sheets to code the data in NVIVO made the data 
easily retrievable [See Appendix E for a sample domain sheet]. 
After all of the interviews were transcribed, reviewed for domains, and entered 
into NVIVO 51 relationships were identified. Some of the relationships did not yield a 
significant number of included terms or were not connected to the primary research 
questions. Salient themes were selected based on the number of participants who were 
included in the domain category and the overall number of times a particular domain was 
referenced.  Using these two frames of analysis, a very large number of semantic 
relationships were identified and each relationship was assigned a cover term. After cover 
terms were selected, the salient domains were selected.  Analytic choices were made and 
salient domains were identified through the process of data reduction that “sharpens, 
sorts, focuses, discards, and organizes data” so that final conclusions can be drawn (Miles 
& Huberman, 1994, p. 11). The first step of data reduction was to eliminate any of the 
domains that did not produce more than two included terms.   The domains that were 
most closely connected with the research questions were assigned nodes in NVIVO.  
 In order to determine that there were “enough” data to support the salient 
domains, the data were read multiple times with each individual salient domain in mind 
to ensure all examples of the relationships were detected. Reporting these findings 
provides a surface description of what is found in the individual domains. For a more in-
depth analysis of the domains, analysis must move past description and must be analyzed 
from within and across domains. Through the inductive approach, salient domains were 
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selected because they were supported by the interview data.  The domains came to 
saturation after multiple readings of the data to ensure that all possible included terms 
were discovered so that the research can adequately make sense of the social setting that 
is the focus of investigation.  
After the salient domains were entered into NVIVO, they were coded into chunks 
(Coffey & Atkinson, 1996).  Labels were assigned to domain categories that emerged 
from the data in order to set the stage for data analysis.  The coding allowed the data to be 
transformed for interpretation and “systematically explored to generate meaning” (pg. 46 
Coffey & Atkinson, 1996). As cited in Hatch (2002), Wolcott (1994) suggests that the 
process of data transformation includes description, analysis, and interpretation.  
 The data I gathered from participants were categorized into four main domain 
categories under the two frames of analysis, pre-enrollment and post-enrollment (see 
Table 3.1). The two domain categories under pre-enrollment included prior experiences 
and reasons for coming. The second frame, post-enrollment, was divided into academic 
and social domains.  
 In this research, the following domain categories each have broad clusters of data 
grouped together at the same level of abstraction: prior experience, reasons for coming, 
academics and social. Each of these four broad categories were broken into taxonomies, 
subcategories, or relationships between included terms in order the discover relationships 
between the items placed in each category.   
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Research Limitations 
 This study includes certain conditions that limit the research methodology. First, 
as is the case with much of the research on internationalization and higher education, the 
available research on higher education is most often published in English and researchers 
turn to English publications most often.  This is a limitation that is widely recognized in 
the field of higher education internationalization and in general academia.  Some 
organizations provide research in multiple languages, for example, the quarterly 
publication out of the Boston College Center for International Higher education, 
Table	  3.2	  Data	  Overview	  by	  Frames	  of	  Analysis 
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International Higher Education, is produced in Russian, Chinese, Spanish, and 
Portuguese. However, publishing in multiple languages is the exception, not the norm. 
 My limited oral and written Japanese language skills do not allow me to access all 
of the information that has been published in Japanese.  My communication abilities 
allowed me to engage in conferences or seminars conducted in the Japanese language.  It 
was common for meetings and conferences on the internationalization of Japanese higher 
education hosted either by Waseda University, other institutions (i.e. Meiji University 
and the University of Tokyo), or MEXT to be partially conducted in English. Some 
sessions were conducted in English and English handouts were almost always provided 
for sessions conducted in Japanese. The most well known higher education research 
center in Japan, the Research Institute for Higher Education (RIHE), housed at Hiroshima 
University, produces publications in both Japanese and English. Even with these 
resources, I recognize the limitations of accessing journals published only in Japanese.  
To address these limitations I discussed salient Japanese literature with Japanese 
nationals who are experts in my field, including my advising professor at Waseda 
University and other doctoral students and research colleagues. 
Summary 
 Chapter Three has provided details to support the use of case study as a strategy 
of inquiry and in-depth interviews as the primary method of inquiry.  Site selection, 
participant selection, and the role of the researcher were also explained. Domain analysis 
was used to analyze the data in order to uncover meanings as constructed by the 
participants and salient domains were described.  Next, Chapter Four will provide 
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interpretations for the data, discuss relationships in and between the salient domains, and 
present findings.  
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CHAPTER FOUR: PRE-ENROLLMENT 
Introduction 
 Prior to my 17 interviews I spent time with some of my interviewees in various 
contexts. I spent time with them in the weekly zemi (research seminar), at department 
kenkyukais (research conference), in the PhD lab, courses, hallways, elevators, the lobby, 
the library, administrative offices, student lounges, the lunchroom, in transit to the 
subway, on the subway, at departmental social gatherings, and even traveled together to 
conferences abroad.   As a research student on a Japanese Ministry of Education 
Fellowship, I was invited into circles and spaces that are typically reserved for students, 
spaces that are often hard to penetrate in Japan without a designated affiliation, spaces 
that are a steppingstone to particular social circles.   
In my informal observations of the setting, I made many assumptions about the 
international graduate students who surrounded me. The bits of general knowledge I 
gathered from each individual participant were appendages off of the primary attribute 
“country of origin”. I made the assumption that the formal way participants presented 
themselves in these academic spaces was an extension of the personality.  It was not until 
I formally started data collection that I realized the diversity within this group extended 
far beyond these perceptions. Through each in-depth interview, individual stories were 
unraveled. I was able to see what was behind the country of origin label and  “Prasuna 
from Nepal” became “Prasuna- dedicated researcher and nurturing mother who identifies 
her home country as Nepal”. Participants’ formal nature in academic spaces was the 
adherence to rigid Japanese formalities adopted in this academic setting. The most 
fascinating parts of my interviews were colorful accounts rich with emotion - finding that 
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Khean gave up his American green card to return to Cambodia, Pramod’s interest in 
Japan developed because of Japanese friendships he forged in California, and Maryam’s 
struggle because she temporarily had to leave her husband and child behind while they 
waited for visa approval to come to Japan.  
 The participants came from extremely different backgrounds and places and, yet, 
came to share in a common experience at Waseda University. No common path led these 
participants to their place at the Graduate School of Asia-Pacific Studies (GSAPS). The 
diversity of each individual journey was explored in-depth in the interviews. The 
interviews provided me with insights into each individual story and textured the broad 
generalizations I initially formed.  
 Chapter Four focuses on the period I call pre-enrollment. I define this period as the 
time prior to enrollment into GSAPS. Given that the research objectives focus on 
education in an EMI setting, the discussion is anchored to educational history. However, 
learning experiences extend well beyond formal education. Montgomery (2010) discusses 
educational learning as a highly complex process. In addition to formal curriculum, she 
expresses the importance of social learning beyond the classroom.  Given this, Chapter 
Four addresses pre-enrollment educational experiences using this broader definition. 
Chapter Four also presents findings that evidence increased global interconnectedness in 
the professional setting. 
 In the case of this group of participants, increased global connectedness began 
early by way of educational, professional, social experiences. The vast global experiences 
of this group are used as a starting point to examine the complexities that exits between 
cultural global flows in global processes. As discussed in Chapter Two, Appadurai (1996) 
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uses the broader term landscapes to refer to five dimensions of global cultural flows. 
These five dimensions include ethnoscapes, mediascapes, technoscapes, financescapes, 
and ideoscapes.  Ethnoscapes are the landscape of individuals and moving groups of 
people who are an essential feature in the world (Appadurai, 1996). According to 
Appadurai (1996) in order to understand the shifting ethnoscapes, it is essential to 
understand where participants came from physically, culturally, and socially. 
Understanding the journey helps to understand how students are situated as local actors in 
the abroad location. According to Appadurai, “…pasts in these constructed lives are as 
important as futures, and the more we unravel these pasts, the closer we approach worlds 
that are less and less cosmopolitan, more and more local” (p. 63). In order to create 
understanding from the every day lives of participants in the abroad location, we must 
view them as important members of the local community. What is more, the pre-
enrollment period is evidence of an increase in the flow of global student mobility and 
why students choose to obtain a degree abroad.    
 Through inductive analysis, two salient domains emerged in the pre-enrollment 
data: prior experiences and reasons for coming. Chapter Four focuses on the themes that 
run through these two domains. Post-enrollment and the lived academic and social 
experiences while in Japan will be explored in Chapter Five and Chapter Six. 
Pre-Enrollment Global Interconnectedness 
 All of the participants offered complex stories of how they arrived to their 
respective places as an international graduate student in Japan. Understanding the 
educational history of students was an integral part of understanding how participants 
arrived to the abroad location and accepted the role of graduate student. Studying in the 
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English medium is a central focus of this research, and therefore, the flow of life 
educational events in relation to the English language is paramount (see Table 4.1). It is 
important to know the educational history in relation to English because participants all 
ended up in a program for an advanced degree in the English medium in a non-English 
speaking country. Students who came from a non-English speaking country provided a 
particularly complex story of the educational efforts they undertook to gain English 
proficiency. 
 Table 4.1 shows the flow of educational events by participants’ home countries 
vis-à-vis educational language experiences. The language experiences are divided into 
two categories, experience inside the country of origin and experience outside the country 
of origin. The table also separates native speaker experience and non-native speaker 
experience. There is a clear difference in the educational path between students from 
English speaking countries and students from non-English speaking countries. Although 
many of the students who are from non-English speaking countries speak English at near-
native levels, they face a different set of pre-enrollment academic challenges as compared 
to native speakers.  Students from English speaking countries are the exception, not the 
rule.  In this study 15 of the 17 EMI degree program participants came from non-English 
speaking countries. 
 Given the different relationships that participants have with the English language, 
Table 4.1 represents students based on the country of origin being native English 
speaking or not as a way to view the students’ spectrum of experience. Although there are 
differences between native and non-native educational experiences, a definitive line 
between these two groups is not clear. Some students from non-native English speaking 
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countries studied outside of the home country at the elementary and secondary levels.  
One example is Jessica who was born in Korea. Her parents enrolled her in a boarding 
school abroad in middle school and she has lived abroad ever since. Jessica’s parents 
were unhappy with the Korean education system. The Korean education system relies on 
high-stakes testing. Even in the middle school years, students had to attend after hours 
prep schools until late in the evening in preparation for high school and university 
entrance tests. Jessica often studied until midnight.   In her parents’ opinion, international 
schools offered a more desirable learning environment. Jessica spent six of her middle 
and high school years at a boarding school in India and has fond memories of her time 
there.  Although Jessica is from a non-English speaking country, many of her educational 
experiences are more similar to students from English-speaking countries.  
 Another example is Alek. Alek was educated in the traditional Swedish education 
system in his home country in elementary, middle, and high school.  In high school, he 
spent one year abroad in the United States in Mobile, Alabama. Alek talked about how he 
made his decision to study in the United States: 
“My friend who was one year older than me spent one year abroad, [he] just came 
back from America. From Chicago I think. And an American came back with him 
and we hung out over the summer and I realized that was what I wanted to do. So 
I started to work to get money, and my parents of course thought it was a good 
idea and they supported me in that. So after my second year in high school…I 
went to the States for a year.”  
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Table 4.1 Educational Experiences in Relation to Home Country 
  K-12 
EDUCATION 
UNDERGRADUATE 
EDUCATION 
PROFESSIONAL 
EXPERIENCE 
MASTER’S 
DEGREE 
DOCTORAL 
DEGREE 
Home 
Country is 
Non-
English 
Speaking 
Experience 
with 
English in 
the Home 
Country 
Television 
Prep School 
(Juku) 
Tutor 
English Course 
Learn from 
parent 
Religious 
School (Eng 
medium) 
Exchange 
students come 
from abroad 
“Underground” 
tutor 
All Courses in English 
Medium  
Most courses in the 
English Medium  
Native language 
content plus English 
language courses 
 
Some courses in 
English Medium 
Communication in 
native language, 
international 
communication in 
English  
 
Some English, some 
native language 
 
Most 
communication in 
English 
All courses 
English 
Medium 
 
Most courses 
English 
Medium 
 
Experience 
with 
English 
outside the 
home 
country 
Enrolled in an 
English 
speaking school 
Long-term 
exchange 
Long-term exchange 
Shot-term exchange  
Degree seeking in an 
English Speaking 
Country 
Internship 
Communication in 
English 
English 
Medium 
Degree in 
non-English 
Speaking 
Country 
 
Internship 
English 
medium 
degree in non-
English 
speaking 
country  
Home 
Country is 
English 
Speaking 
Experience 
with 
English in 
the home 
country 
All content is 
offered in 
English 
All courses in English 
medium 
Professional 
communication in 
English 
  
Experience 
with 
English 
outside the 
home 
country 
 Study abroad in non-
English speaking 
country with English 
medium courses 
Communication in 
English and second 
language 
Degree 
seeking in 
English 
medium in 
English-
speaking 
country 
Degree-
seeking in 
English 
medium in 
non-English 
speaking 
country 
English 
medium 
degree in non-
English 
speaking 
country 
 
 Students whose home country is non-English speaking interacted with English in 
a multitude of ways at the K-12 level inside of their respective home countries. Students 
learned English in their own country through television, prep schools, private tutors, 
required English curriculum, students who came from abroad for educational exchanges, 
religious schools that offer limited courses in the English medium, and “underground” 
instruction.  Preparatory schools are supplementary programs outside of the regular 
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school hours. These study programs prepare students for high school and university 
entrance exams in all academic areas. These programs are very common in Asia7.  This 
supplemental education is costly, yet helps students to prepare for high-stakes 
matriculation exams. Khean’s parents even went as far as to pay an “underground” 
teacher to teach him English when English was not allowed as a subject in his country. 
“…when I was in high school… we didn’t have English language courses or 
French courses but we had Vietnamese and Russian because at that time 
Cambodia was still a communist block. So we were taught Russian and 
Vietnamese, and my class was Russian…that is what I was made to study. But at 
the same time I sometimes studied English in the private courses but at that time it 
was not really open because speaking English at that time was illegal…at that 
time it was a communist country and you were not supposed to study the capitalist 
language…actually I started to be interested in English when I was a student in 
high school… I took a secret class, well not secret but not open…usually the 
[government] control was quite loose, but was a private course, like at home, 
somebody’s home, the instructor’s home, right, with a group, a small group of 
students…an underground class.” 
 
 Cammish (1997) discusses studying in English at the tertiary level, the types of 
English language learning cultural experience students had prior to the overseas 
experience, and the difference between students who learn English as a foreign language 
and who learn English as a second language. Students who learn English as a foreign 
language learn it as a school subject. As a foreign language, English language learning is 
often isolated and confined to the English language classroom. Some students learned 
English as a second language. When English is taught as a second language, at least part 
of educational content is conducted in English medium (Cammish, 1997).  The 
participants in this study learned English in one of three ways: English as a foreign 	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
7 In Japan, preparatory schools are called juku. Most participants called these 
supplemental programs by the Japanese name even when talking about preparatory 
programs in the home country.  The reason for the use of this term is two-fold: Japanese 
juku is well known throughout Asia and these students’ familiarity with juku in the 
Japanese culture. 
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language, English as a second language, and native English.  These three categories 
suggest three ways students experienced English. Most participants experienced English 
in more than one of these ways. In China’s traditional k-12 educational curriculum, 
English is approached as a foreign language. All participants who were educated in the 
Chinese system indicated that they had to study English as a foreign language for the 
college entrance exam. Shirong explained how the score for the English section of the 
exam was one of the most heavily weighted, so it was important for him to study English 
for the test. Tests primarily evaluate reading and writing skills, skills that are often 
associated with an English as a foreign language environment. English as a second 
language is common in countries previously colonized by English speaking nations.  
Jannah discussed how in her native Malaysia, Malay is the national language and English 
is the second language.  
“ [In] 1957 we had our independence from Britain, those who have and education 
before that time, their English is very good. Now the national language is Malay, so 
the standard is decreasing. Education before independence and after independence 
is different.” 
 
Participants in the study from non-English speaking countries enrolled in 
undergraduate studies either inside or outside of their respective countries.  Students who 
remained in the home country for an undergraduate degree experienced various degrees 
of English. The spectrum of experience included a full degree in the English medium, 
some English medium courses and some native language courses, and courses in the 
native language with English language instruction courses. Some students also 
participated in non-degree seeking study abroad or internships in English-speaking 
countries. Pramod’s home institution was in Bangkok, near his hometown.  He spent his 
junior year abroad in Santa Cruz, California and studied economics. The reason he 
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selected Santa Cruz was because the other universities with institutional exchange 
agreements were more popular. Many Thai students from his home university chose the 
more popular destinations, Berkeley and Santa Barbara. Pramod did not want to spend his 
time in the United States with students from Thailand: 
“…I chose Santa Cruz because no one goes there. I don’t want to interact with 
Thai students because like, then I can’t force myself to speak English.” 
 
Other students enrolled as international students outside of the home country in a 
four-year degree program in an English speaking country.  It is common for students who 
went abroad for an undergraduate degree to enroll in preparatory English language 
programs. Jannah received a scholarship that enabled her to earn her undergraduate 
degree in the United Kingdom. Her program was a twinning program, so she spent the 
first two years in an institution in Malaysia affiliated with her UK institution and then 
two years in Liverpool. She studied content during her two years in Malaysia, but there 
was also a heavy focus on English in preparation for the two years in the United 
Kingdom.    
The three participants from non-English speaking countries who completed their 
Master’s Degree in the home country did so fully or primarily in the English language.   
This pathway was seen as beneficial to accessing future career and educational 
opportunities outside of the home country, but also lead to some concerns.  Alek, a 
doctoral student from Sweden was concerned about only knowing how to speak about his 
field (human rights) in English: 
 “One of my problems, so all of my higher education has been in English so when 
 I’m talking to people at home, trying to explain what I’m doing or researching it 
 is really hard to explain because I only know the English.”  
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 The students from English speaking countries, three of the seventeen, were 
involved in other language study to some degree during their K-12 education. They 
studied French, Spanish, Malay, and Chinese, and participated in similar activities as 
students from non-English speaking countries including tutoring, courses in a second 
language, or communication with peers who speak other languages. None of these 
participants earned a Master’s degree in their home country. Beth and Stephanie earned a 
Master’s degree at GSAPS and then transitioned to GSAPS doctoral studies. One student, 
Dorothy from Singapore, earned her Master’s degree in Sydney. All students in this study 
who are from an English speaking countries are either bi or trilingual but are currently 
pursuing an advanced degree in Japan in English. Students from English speaking 
countries had less supplementary language activities in relation to other students, but did 
have multiple experiences with other languages. 
Given that this research focuses on EMI programs, this section provided findings 
from the data on past educational experiences vis-à-vis English language learning. 
However, the desire for English language proficiency was only one of the driving factors 
in educational choices and most often not the primary factor. At a young age, 
participants’ parents made educational decisions. Even as participants entered the 
secondary or tertiary level, parents influenced educational decisions. English proficiency 
was often seen as a tool to access educational opportunities.  This was only one of many 
factors to influence educational choices and increased global interconnectedness. 
 Other experiences in the pre-enrollment period increased global 
interconnectedness and demonstrate what Appadurai (1996) views as a decrease in the 
importance of the nation. Students often discussed the role of media. The media provided 
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students with an opportunity to experience other cultures. Alek and Irfan both described 
the influence of western television programs. The television influenced Alek’s interest in 
the English language and cultures outside of Sweden. He remembers watching American 
cartoons in English. Irfan also watched cartoons in English as a child and believes that 
these helped him to learn English at an early age. 
Region of origin provides an identity outside of the national context. Students 
from Southeast Asia are more globally interconnected in terms of family and friends. In 
Dorothy’s family, her mother is Chinese and her father is Indonesian. In her family, she 
primarily speaks English except with her father.  She also remembers studying Chinese at 
a very early age when her mother hired an in-home tutor. Beth also shared a childhood 
story that related to regional connection. When Beth was in elementary school, her 
“mother tongue” was Malay because for all students, mother tongue was assigned based 
on the father’s native language. In her elementary years, she studied in English and spoke 
English and Malay at home. At school, she studied with students’ whose mother tongue 
was Chinese. She picked up Chinese from her friends.  Europe also has regional 
associations. Travel in the EU takes on a different context of “abroad”. Julia has 
professional and education experiences in Hungary, Germany, Italy, and Switzerland.  
 The professional experience of the participants contributed to English 
development and is the most common circumstance seen among students from non-
English speaking countries with 13 of the 15 participants entering the workforce prior to 
their Master’s degree. These 13 participants were employed in non-English speaking 
countries and used some degree of English in the work place. Many of these participants 
relied heavily on English in the workplace. Another reason that the professional path of 
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the participants is so important to recognize as a part of the educational history is that 
many of them gained access to graduate studies through workplace scholarships. These 
scholarships are supported by the home country or through international partnerships 
with other countries.  Although professional experiences did not occur in formal 
conjunction with an educational institution, the practical use of English in the 
professional setting prior to advanced academic work contributed to how students arrived 
to their current position in Japan. 
 The educational history of students clearly impacts how students arrived to their 
respective places in EMI degree programs in Japan, but it does not directly explain why 
students came. The findings in the next section are divided into two categories. First, why 
students chose to get an advanced degree abroad and, second, why students chose Japan, 
Waseda University, and GSAPS as the location for an advanced degree abroad. 
An Advanced Degree Abroad 
Barker (1997) differentiates between the purpose of study for undergraduate and 
graduate students.  Undergraduates see higher education as a natural progression in the 
education trajectory and graduate students see an advanced degree as professional 
development connected to future employment opportunities.  The graduate students in 
this study elected for an advanced degree outside of their respective home countries. In 
addition to advancing future job opportunities, many other factors influenced the decision 
to study abroad.  
 Mazzarol and Soutar (2002) suggest the “push-pull” theory to explain factors that 
influence international student mobility. Push factors operate in the country of origin an 
influence a student’s decision to seek educational opportunities outside of the home 
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country.  Pull factors are associated with the host country and factors that make the host 
country or host institution a desirable location. Mazzarol and Soutar’s theory is beneficial 
in that it provides a platform to examine international student mobility within 
Appadurai’s (1996) larger framework of cultural global processes and global mobility. 
Why Students Go Abroad: Source Country Push Factors 
 Reasons for study abroad include, but are not limited to, the limited availability of 
quality higher education in the home country, a personal preference for international 
higher education, the reputation of particular national systems of higher education, 
language study, and the recognition of degree qualifications by the governments or 
corporations in the home country (Barker, 1997; Furnham & Bochner, 1986; Li & Zhang, 
2011; Mazzarol & Soutar, 2002; Rivzi, 2000). Mazzarol and Soutar (2002) suggest that 
there are three distinct stages in the decision process to study abroad. First, the student 
makes the decision to pursue a degree abroad.  Second, the student selects the host 
country. In stage three, the student selects the host institution. Stage one is associated 
with push factors. The push model suggests two of the factors in outbound student flows 
include global economic involvement and the availability of educational opportunities in 
the home country. Li and Zhang (2011) also suggest push factors as a lack of higher 
education opportunities, poor quality local educational facilities and the perceived and 
actual comparative advantage of the value of a foreign degree in the job markets both 
home and abroad. 
 Many participants indicated that in today’s job market getting an advanced degree 
is necessary. For other participants, this is required if they want to remain in their current 
professional field (See Table 4.2). The home government employer sponsored some 
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participants.  Each student had a different application process depending on the 
government employer and the employer’s relationship with Japan.  
 
Table 4.2 Salient Characteristics of Why Students Came 
Reasons Why 
Students Chose 
Japan 
OECD Non-OECD 
(Total Participants) 4 13 
Self-Funded 2 2 
Employer Funded 0 6 
Japan Studies 3 0 
Chinese Students 0 4 
Currently Reside in 
Japan 
2 1 
Partial or Full 
Scholarship 
3 12 
 
 An advanced degree for females can be particularly beneficial because an 
advanced degree for a woman, particularly a PhD, is still uncommon in some countries.  
For example, in Nepal, women do not often hold doctorates. According to Prasuna “we 
have very few woman, and to have PhD from abroad, it is very worth it”. 
 Khean at one time had residency in the United States through his parents’ refugee 
status, which would have allowed him to study in the United States, but he decided to 
return to his country to work for a university in Phnom Penh. His reason for returning 
was:   
 “…because you know in the US the income is very important. And all my family, 
 my brother are like other Cambodians, they go to the donut business, really a 
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 backbreaking  job…I went there I could see it with my own eyes, and I also went 
 to help them and I can’t imagine how can they work 365 days a year and they 
 only close their store two half days a year, for 15 years and like 12 hours, more 
 than 12 hours that they work. Yes, I can’t imagine, but a lot of Cambodians do 
 that, ya know, somehow we are thinking about what to do in the US. Do I teach 
 English in the US? (Laughter) I really don’t want to work in the donut store, and I 
 think that it is really backbreaking, that is fine for them because by the time they 
 left Cambodia it was really at the bottom, it was nothing, but by the time I went 
 there, it [the US] was worse for me” 
 
 
Choice of Host Country and Institution 
 Stage two and three in the study abroad decision process are choice of country 
and institution, respectively. Pull factors operate in the host country and institution. 
According to the push-pull theory, there are six factors in destination country choice. 
These six factors include, 1) awareness and knowledge of the destination country, 2) 
personal recommendations, 3) issues of cost, 4) environment and lifestyle, 5) geographic 
proximity, and 6) social links (Mazzarol & Soutar, 2002). International student flows are 
uneven with a large amount of outbound students come from developing nations who 
chose to study in developed nations.  Explanations behind the six factors often relate to 
the student flows from developing to developed countries. 
 Participants gave reasons for the destination choice at three levels: national, 
institutional, and departmental. Often times these three levels intersected. According to 
Mazzarol and Soutar (2002), commonality of language is one of the factors influencing 
the destination of choice. Given this, Japan is not necessarily the first place that comes to 
mind when seeking an advanced degree abroad in English.  English speaking nations 
offer programs got international students and English medium degrees are more common 
in Europe because they have been established there for some time now. Japan’s EMI are 
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comparatively new and smaller in scale. Coupled with Japan’s reputation of poor English 
and not accepting foreigners, Japan does not emerge as the most obvious location for 
these types of programs. However, according to Marginson’s (2006) global segmentation 
of higher education, the Japanese higher education system ranks at the top of the 
hierarchy. Japan is included in the upper tiers of Marginson’s global segmentation 
because of a well-developed system of higher education and established patterns of high 
quality scholarly research. Participants from developing countries were aware of Japan’s 
well-established system of higher education. 
 Of the 17 participants, 13 came from non-OECD member countries.  Participants 
from developing countries are in a unique position to acquire an advanced degree abroad 
from a developed nation with a well-developed system of education.  These students 
indicated reasons for an advanced degree abroad to better the condition of their own 
nation and an extra emphasis on the value of international experiences because student 
mobility in developing countries is much more limited. In addition to these individual 
beliefs, it is desirable from a practical professional perspective to access knowledge from 
a nation with a more advanced political, educational, and economic system.  There may 
be limited access to an advanced degree in some developing nations and the quality of the 
education may be viewed as much higher than in a country where the high education 
system is still developing. In addition, some countries, such as Cambodia, have a history 
of receiving aid in the form of scholarships from Japan and students in Cambodia are 
aware that this opportunity exists.   
 Because many of the participants’ home countries are in the Asia-Pacific, the 
desire to stay the region was one of the most important reasons for choosing to study in 
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Figure 4.1 Pre-Enrollment Partial Taxonomy 
Japan. Participants indicated proximity to family was important and that to return home 
for a visit the cost and time of travel from Japan was much less than to Europe or North 
America. Shirong, an employee for the Chinese government indicated his desire to stay in 
the region so that he can return home easily. 
 
 
 Proximity was a factor for all of the participants from the Asia-Pacific. This was 
not the case for students from countries outside of the Asia-Pacific. All of the students 
who identify with a home country outside of Asia established an academic interest in 
Japan earlier in their educational careers. Alek’s Master’s thesis in his Swedish university 
was on human rights in Japan, Stephanie majored in Japanese as an undergraduate in the 
USA, and Julia studied Japanese literature in her Master’s program in Italy. Geographic 
proximity was not a factor for these students. 
 Social links were the most important for some participants. Social links include 
whether or not a student has friends or family in the destination country. Five participants 
Pre-enrollment 
Prior Experience 
Reasons for Going 
Reasons to Study 
Outside the Home 
Country 
Push Factors 
Pull Factors 
Reasons for 
Selected Location 
Nation (Japan) 
Institution 
(Waseda) 
Department 
(GSAPS) 
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were residents of Japan and in long-term relationships prior to enrolling in GSAPS. 
Prasuna came to Japan with her husband and her son when her husband was a doctoral 
student in GSAPS. After he studied for a few years, Prasuna applied to the program and 
was also accepted. Three participants were married and one was living with his 
significant other. All four of these participants were living in Japan and in a relationship 
with a Japanese at the time they decided to study in Japan. These students were residents 
of Japan at the time they applied to the GSAPS program but are still considered 
international students in terms of immigration policies and theoretically.  Although these 
students reside in Japan they still maintain the status of foreigner and applied for GSAPS 
just as any other international students who lived in the home country at the time of 
application.  Also, these students plan to remain in Japan in the immediate future, but do 
have future plans to leave Japan. 
 Many of the participants received personal recommendations from friends and 
colleagues.  These personal recommendations were not just for the host country but also 
for the institution and the department. Many recommendations related specifically to the 
reputation of GSAPS.  Julia and Rith were both studying on research scholarships in 
Japan at the time they applied at GSAPS.  Julia was conducting research at Fukuoka 
University and Rith was conducting research at Nagoya University. Current and former 
GSAPS students passed on favorable accounts of GSAPS indicating it offers a 
welcoming environment for foreigners. Given these suggestions, Rith and Julia applied to 
GSAPS.   
 Six of the participants are working on their Master’s through their employers.  
These international graduate students are on scholarship and still receive part of their 
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salary while studying in Japan.  Participants also indicated individual beliefs and values 
promote the decision to get a degree abroad.  Participants indicated that they should get 
an advanced degree abroad because parents encouraged it, there is a desire for mental 
stimulation, and because of the value placed on an international experience. 
 In the case of Japan, the environment was not seen as a pull factor.  The 
environment includes perceptions related to study climate, physical climate, and lifestyle. 
For students who came from a developing country, the lifestyle in Japan was much 
different.  Often middle-class in the home country is different from middle-class in Japan.  
When students cross uneven economic zones they are unable to live the same lifestyle in 
Tokyo as they were in the home country.  Also, students who found themselves in 
possession of an abundance of cultural capital at home are without that cultural capital in 
Japan.  The Japanese culture is sometimes very difficult for outsiders to understand.   
 Often times, students discussed the institution and the department 
interchangeable. This could be because, to the student, the university and the institution 
are synonymous and they had not thought of the two as separate entities until I asked.  
Students sometimes talk about characteristics that are related specifically to GSAPS, yet 
say that is the reason why they came to Waseda University. In fact, it is true, the reason 
that they came to Waseda was because of the particular characteristics of GSAPS, but 
often institutional and departmental characteristics are not mutually exclusive.  Siyu from 
China discussed coming to Waseda because as an institution it has a very good reputation 
in China where the higher education competition is fierce.  
 Compared to the entrance requirements of Japanese nationals, GSAPS offers a 
competitive but more flexible entrance requirements to accommodate international 
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students so that they are not required to take the high-stakes national exam in Japanese.  
The areas of study for the Master’s degree of international relations or the doctorate in 
international affairs can focus on a wide variety of areas including but not limited to 
engineering, human rights, education, development, economics, environment, and 
Japanese literature. 
 Shirong’s government environmental engineering position in his home country had 
a long-standing exchange agreement with Waseda University. He chose to study at 
GSAPS over other English medium programs at Waseda. The flexibility and entrance 
requirements led him to choose GSAPS because “the business school…requires an 
economics background”.  Given Shirong's background in environmental engineering, 
GSAPS was better suited to meet his needs.   
Summary 
 For the participants in this study, global interconnectedness occurred through 
education and professional endeavors. The aspirations of the students dovetail with the 
aspirations of the institution.  Institutions seek highly qualified students in an effort to 
internationalize.  Students want to access high quality programs in a desirable location.  
The findings in this section suggest that the earlier educational journey and the choice to 
study abroad is a process that includes the intersection of many factors.  
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CHAPTER FIVE: ACADEMIC LIFE 
Introduction 
 With an understanding of how participants arrived to their place as an 
international graduate student at Waseda University, I now turn to their lived experiences 
while in Japan. Often times, international students are positioned as cultural non-
members or outsiders. Appadurai’s (1996) definition of local subjects helps to reframe 
this positioning. Appadurai considers local subjects “actors who properly belong to a 
situated community” (p. 179).  The international students in this study belong to local 
communities. Appadurai refers to local social and academic communities as 
neighborhoods.   
 In the literature on higher education internationalization, international students 
who reside in the host nation are often considered “foreign” and students native to the 
host country are considered “local” (Egege & Kutieleh, 2004; Furnham & Alibhai, 1985; 
Kim, 2012). The theoretical framework of this study takes a different approach. This 
research situates the international graduate student as a member of the local 
neighborhood. In this case, the Japanese national and the international student are both 
considered local actors.  This conceptual view of international student as local subject 
provides a platform that theoretically reduces “outsiderness” that is often associated with 
international students and sees this group as an integral and working part of cultural 
globalization. This perspective theoretically reduces the chasm between insider and 
outsider by placing international students in a position of belonging to Japanese society 
through membership in the various sodalities, even if Japanese nationals are not members 
of these communities. With international students assigned the role of local actor, this 
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provides a perspective of student belonging and an active role in constructing and 
representing neighborhoods. In this way, students are active members of social activity as 
opposed to outsiders who are looking to assimilate into a community in which they are 
seeking acceptance based on cultural differences.   
 The social category within the data refers to informal, often more intimate group 
interactions that occur outside of academic or professional life in which members are 
considered friends. In contrast, Appadurai (1996) uses the umbrella term “social activity” 
for all interactions within a sodality whether it is for professional, political, social, or as 
often occurs in the case of this research, academic purposes. The creation of both formal 
(i.e. academic) and informal (i.e. social) communities is considered social formation 
under Appadurai’s definition.  Appadurai uses the term “neighborhood” for the place in 
which social activities occur and where group identity is formed. The focus of this 
chapter is social activity and social formation using Appadurai’s broader definition and 
explores how social formation occurs in academic spaces. The social spaces of 
international graduate students will be explored in Chapter Six. 
 The second of the two overarching frames of analysis in this research is what 
students do. This frame of analysis refers to post-enrollment activities and presents itself 
in two primary categories: academic and social (See Table 3.1). Chapters Five and Six 
look into the academic and social spaces of the students in order to understand how 
participants construct and represent academic and social life in Japan. The first section, 
academic life, includes a discussion of lived experiences in courses and research 
seminars. The primary actors in these spaces are peers and professors.  Participants 
provided examples of the types of interactions with peers and professors in academic 
	  Copyright © Kristen Nakamura Wallitsch 2014 100	  	  	  	  
spaces. Chapter Six focuses on social life and discusses social connections forged inside 
and outside of the department and the type of interactions in these spaces - conational, 
host national, and multinational relationships.  
 Some of the post-enrollment data were easily coded into academic or social 
categories, but given the complexity and interdependence of the academic and social 
realms, the two often intersect. Academic life can be more easily discussed without 
referring to the social because of the institutional parameters the institution places on 
academic activities. Yet, given that the academic experience is the common denominator 
for all participants, social life is often connected directly or indirectly to academic life, 
even if the social experience narrative is void of any actual academic activities. 
Maryam’s story provided an example of the intersection of the academic and the social. 
Maryam identified her home country as Malaysia and her religion as Islam. Prior to 
coming to Japan she was introduced to a Muslim GSAPS graduate who resides in Tokyo, 
so upon arrival she had connections to the Muslim community.  Another example is when 
a former GSAPS student from China who had returned to his home country introduced 
Shirong, his colleague, to his former social networks in Tokyo.  Although the 
reproduction of these non-academic communities is based on religious and social 
activities, the locus of the neighborhood formation was academic in nature.  
 Another difference between the social and academic neighborhoods is the 
concrete nature of academics as compared to the social. Given that there are guidelines 
and requirements attached to entrance, membership, and activities in courses and 
seminars, it is more likely that the communities will be reproduced and that the 
reproduction of these neighborhoods are different from the more informal social 
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communities.  According to Appadurai, “The long-term reproduction of a 
neighborhood…depends on the seamless interaction of localized spaces and times with 
local subjects possessed of the knowledge to reproduce locality” (p. 181). The 
reproduction of academic spaces is strongly influenced by the institution, with the local 
actors passing along their interpretations to other members. This is evident in the 
hierarchical relationships that are an important part of social fabric in Japanese society. 
These hierarchical relationships are explored later in this chapter. 
 As shown by Maryam and Shirong in the examples above, the social formations 
of international students are tied directly and indirectly to the academic institution. This 
case study is situated in the context of an educational setting, and because academics is 
the purpose for the participants to be living in their current situation, academics provides 
a starting point for examining the lived experiences of the participants. The academic 
community is the common thread throughout the lived academic experience in Japan. 
Given the importance of the research’s tie to academics, the next section begins with how 
students experience academic life in Japan and the primary actors involved in these 
groups. 
 
 
 
 
 
 
 
 
 
 
 
 
 
	  Copyright © Kristen Nakamura Wallitsch 2014 102	  	  	  	  
Figure 5.1 Partial Taxonomy for Lived Experience of International Graduate Students: 
Academic 
 
 
Constructing Academic Life 
 The Japan experience is bounded by academics. Figure 5.1 shows the partial 
taxonomy for the lived academic experience. Two salient categories, “degree 
requirements” and “actors”, emerged from the data on academic life. The two primary 
categories under degree requirements were courses and the research seminar zemi. Peers 
and professors emerged as the most salient actors in academic life. This is not to say that 
other actors and degree requirements were not relevant, but based on the inductive data 
analysis, these categories clearly played a salient role in the academic life of participants 
(see Figure 5.2).  
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Figure 5.2 Salient Characteristics of Academic Life 
 
 
Degree Requirements 
 The two primary academic neighborhoods that emerged from degree requirements 
were courses and the zemi research seminar. All students in the study participated in these 
two academic communities. The choice to join classes and research seminars is less 
autonomous than joining a social community. Although the choice to join this particular 
graduate school is autonomous, students must be accepted, and then once admitted, 
academic life is influenced by institutional rules and regulations.  In addition, non-
members cannot gain access to academic spaces associated with GSAPS unless they are 
already deemed a member of the broader community.  
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 Courses. Courses in GSAPS took place on the 6th, 7th, and 8th floor of a building 
on Waseda University’s main campus, “Waseda Campus”. Each course met once a week 
and lasts for a 90-minute period.  Classrooms were equipped with tables and chairs. Each 
table seated two students. Tables were lined in rows and faced the front of the room. The 
front of the room was typically defined by the location of the screen and a dry erase or 
chalk board. The instructor typically stood in the front of the room unless students 
presented. In this case, the presenter stood at the front of the room. All of the rooms had 
large windows along the outside wall covered with blinds, and were temperature 
controlled. Each classroom had a computer, projector, and projector screen.  In all of the 
classes I observed, professors used PowerPoint at least part of the class time, if not the 
entire time. The use of PowerPoint seemed to be an instructional strategy instructors used 
given the large number of non-native English speakers. The total number of students in 
each course varied. One class I observed consisted of four students.  The largest class I 
observed had 31 students.  Core course required for all students typically enrolled a larger 
number of students. These courses included Writing and Research Skills, Qualitative 
Research Methods, and Statistics.  Advanced courses were specific to students’ research 
areas and had lower student enrollment.  Examples of these courses include ASEAN 
Regional Economic Integration, Area Studies on China, and Economics and Policies for 
Global Competitiveness.  
 When participants talked about courses they relied heavily on comparisons. 
Although all coursework for international students is in English, this is not to assume that 
there are commonalities between the structure and organization of the various EMI 
courses. Organization of the classes differs based on the content of the course, the 
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background of the instructor, and the instructor’s approach. All students took courses in 
English.8 Students experienced both lecture style and discussion/seminar style courses, 
including courses that combined lecture and discussion.  Common class assignments 
included reading articles and texts, comment papers, individual and group presentations, 
essays, research papers, and exams. Overall, students were not overly critical of their 
courses, but had both negative and positive perceptions of the classroom experience. 
Doctoral program regulations do not require students to take courses, but all of the 
doctoral students in this study experienced coursework in GSAPS. Doctoral students 
either took classes as a Master’s student in GSAPS, or as it happens quite often, enrolled 
at the request of the advising professor in order to gain additional knowledge in a 
particular research area. 
 The Graduate School of Asia-Pacific Studies offers most courses in both Japanese 
and English. This gives Japanese nationals the opportunity to do the majority of the 
coursework in the Japanese language. Some Japanese students choose to take courses in 
English because an advisor suggests it, it fits into the schedule, or they want to increase 
their English language ability. Primarily, the classroom is not a place where international 
students interact with Japanese nationals. Nonetheless, participants in this study indicated 
that the biggest strength of courses and the program as a whole is global student diversity. 
This diversity stems from the international students who come from across the globe to 
study in this program. The student diversity allowed for many organic intercultural 
opportunities between different nationalities. Participants valued the wide diversity of 	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
8 Because of the limited availability of summer courses in English, two participants 
participated in Japanese medium of instruction courses.  The Japanese language ability 
was high enough to understand the content, and with the approval of the instructor, these 
students submitted assignments and gave presentations in English. 
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students in the program. Beth from Singapore shared a time when she was excited when 
someone from Tuvalu shared her home country’s perspective in an academic discussion: 
 “I'm very intrigued by what the other students bring with them and where they 
 come from. For example, I didn't even know where Tuvalu is, so I had to look 
 at the map…I just think it is so interesting. I learned so much and we had 
 students from Ghana and other countries, it was culturally enriching in many 
 ways…” 
 
 Jessica, a participant from Korea who earned her undergraduate degree in the 
United States, also expressed an interest in learning a myriad of perspectives from her 
classmates: 
 “…Because it is an English class, I think the student profile was very diverse, I 
 think that was one of the most interesting things about going to such a 
 graduate school. For example, the comparative education class, we talked  about 
 vocational school and then everybody would talk about vocational  school in their 
 country, like vocational school in Cambodia, vocational school in Thai, 
 vocational school in Singapore, vocational school in Korea, like vocational 
 school in the US, getting that really diverse perspective in one subject was  very 
 exciting.” 
 
As previously discussed in Chapter Four, many students chose to come to GSAPS 
because the Asian context is important to the discipline and profession.  The largest 
majority of the international students in GSAPS identified as Asian (GSAPS, 2011). Of 
the 475 students, 320 are Master’s students and 155 are doctoral students including 
Japanese nationals.9 China, Korea, Taiwan, Indonesia, Thailand, Vietnam, Cambodia, 
and Mongolia together comprise over 62% of the total international Master’s student 
population in GSAPS; the only non-Asian countries to have higher than 1% of the 
international student population is the United States (10%) and Canada (5%). Given the 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
9 Japanese nationals make up 29% and international students make up 71% of the 
Master’s program, whereas the majority of doctoral students are Japanese nationals; over 
100 of the 155 doctoral students are Japanese nationals. 
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proximity of the country of origin and that many of the participants plan to stay in their 
home region after graduation, participants value learning about Asian examples in 
courses that may otherwise apply western examples to general theories or concepts. 
Participants believed this knowledge to be valuable for future professional work.  
 Shirong is a Master’s student who studied at GSAPS on a Japanese government 
scholarship thorough his employer. He worked for the Chinese government in the 
environmental engineering department. His employer selected him as a candidate for a 
Master’s degree in Japan and he selected GSAPS as the location for study. Shirong 
indicated that it was important to apply Asian case studies to the course content. He also 
stated that discussing China with non-Chinese students was an important part of his 
studies: 
 “Actually the textbook knowledge I can obtain from anywhere, Germany, 
 Australia, anywhere…and for my research…it is important to look at China 
 from the outside”. 
 
 Given the various educational experiences of this group of students, it is not 
surprising that many students offered unsolicited comparisons between past educational 
experiences and the GSAPS academic life.  Students bring with them a multifarious 
worldview. Their worldviews are anchored in educational and professional experiences 
developed inside, outside, and in contrast to their respective countries of origin. These 
types of global educational and professional experiences support Appadurai’s (1996) 
argument that the role of the nation in globalization, especially in the context of this 
department, is becoming less important. Comparisons came from various educational 
levels such as K-12 or undergraduate. These comparisons were made between the home 
country and Japan and, also, other educational experiences abroad (third-country 
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comparisons) to the Japan experience. These experiences laid the foundation for 
educational expectations in GSAPS. 
 Comparisons often involved one developing country and one developed country. 
Japan offers educational aid in the form of academic scholarships to many developing 
nations in the Asia-Pacific. All of the students from developing countries received fully 
funded scholarships for tuition and living expenses. Some students received full funding 
from the Japanese government.  Other students received partial funding from Japan and 
partial funding from the home country.  Funding from the home country was often 
provided to students who studied through their employer. Often times, students still 
earned a salary. 
 Students discussed comparisons between developing countries (home country or 
third-country) and developed countries (Japan or third-country). Prasuna, a doctoral 
student shared her comparisons. She attended primary and secondary school and earned 
her undergraduate and Master’s degree in her home country of Nepal. She discussed 
basic differences in facilities, particularly in technology: 
 “…and if I compare with my own university it [GSAPS] is far better and it is 
 interactive…we can use anything, like a PC.  For you it is all common, I know, 
 but for me, where I came from, it is totally different.”  
 
 Irfan, a Master’s student compared access to academic resources in his Indonesian 
undergraduate institution: 
 “the academic life is not much different, but the academic access is much better 
 here. In Indonesia the [electronic] resources are limited because it is very 
 expensive and we just rely on the library.” 
 
In addition to developing/developed world comparisons on institutional 
infrastructure and technological access, participants compared educational values. 
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Although the learning culture differs between educational systems, participants made 
assumptions about cultural values in the classroom. Often these assumptions were 
stereotypes between learning traditions in individualistic and collectivist societies (Chan 
& Drover, 1997; Ho, Holmes & Cooper, 2004; Montgomery, 2010; Ryan & Louie, 2007; 
Todd, 1997). Western education is often associated with critical thinking, independent 
learning, and deep learning. Confucian heritage cultures, such as Japan and the respective 
home countries of many of the participants, are often associated with passive, dependent, 
surface level learning. Precautions must be taken against a “false dichotomy” of east/west 
educational traditions to understand the complexity of the learning environment.  
Although the research points to a false dichotomy based on generalizations, the reality is 
that students believe, represent, and reinforce the divide in east/west educational values.  
Dorothy attended primary and secondary school and earned her undergraduate 
degree in her home country of Singapore.  She received a Master’s degree from an 
institution in Sydney and worked on a second Master’s degree in GSAPS. She compared 
her experiences between Singapore, Australia, and Japan. In her opinion, her academic 
experience in Japan was more consistent with the traditional stereotypes of Asia 
education. Her experience in Japan reminded her more of her school years in Singapore 
and less of her time in Australia.  
  “[Japan is]…less interactive. My impression of a graduate class, partially 
 because I did it first in Australia, was a spontaneous flow of exchange from 
 the students to the teacher, between students, so the teacher is almost just a 
 facilitator. So I think the power structure in this class is more Asian. So, but it 
 is similar to my secondary school, primary school. So it is different than what 
 I expected of graduate school”.   
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 Chan and Drover (1997) discuss the different learning styles between students 
who come from western educational traditions and students of Confucius-heritage 
traditions, “Confucian traditions can be described as a process in which a student views 
the teacher as mentor, someone who can provide advice through all stages of learning; 
the western educational system is a student-centered approach in which a teacher advises 
a student a student while respecting individuality and autonomy.  The differences in the 
learning dialogue reflect cultural values, and both teachers and students need to respect 
each other’s cultural background” (p. 56). Many of the participants referred to the 
western/Confucian educational stereotypes referenced in the literature.  Although the 
literature indicates this as a “false dichotomy”, this “falsity” is accepted as reality for 
many of the students. However, this reality is surface level. Complexities emerged from 
the participants’ narratives. Jannah from Malaysia earned her undergraduate degree from 
an institution in the United Kingdom. She also took required courses at a Malaysian 
university prior to her degree abroad. She made comparisons between the Malaysian, 
British, and Japanese experience. 
 “… [in Japan] you have a lot of communication and the lecturers just give you 
 some direction and you should find your way…in Asian countries we share 
 these characteristics. When I was in the UK, there is more student direction…”  
  
 Although there is the western value of individualism, this paradox shows the 
complexities behind the east/west dichotomy. Jannah explained commonalties between 
the Asian systems, indicating that the British students need more guidance as compared 
to students in Malaysia and Japan, where they are required to discover independently. 
Stereotypical educational values assign individualism and deep thinking to western 
systems. In Jannah’s interpretation, Asian systems offer more independence. Greater 
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independence would stereotypically be associated with western deeper thinking. 
Nonetheless, through this paradox, she still pits western education against eastern 
education. Jannah also offered a comparison between Japan and the United Kingdom that 
aligns more with the western/Confucian stereotypes: 
 “…students there [the UK] express themselves more openly, but here [Japan] 
 we are more reserved in a sense, there are things that we don't know if we can 
 say and we have that reservation…” 
 
Asian students may be perceived in western educational institutions as passive 
and reluctant to participate in critical commentary, yet according to Chan & Drover 
(1997) “…there is little in the research to suggest that they would be wise to set aside 
their learning skills and substitute those of the West” (p. 60).  
When discussing the GSAPS classroom experience, native-English speakers and 
near native English speakers often compared students’ language abilities. Native speakers 
or near-native English speakers often commented on the English language abilities of 
peers. Stephanie was educated in her home country, the United States, at the primary, 
secondary, and undergraduate levels. She discussed her perception of student 
participation in EMI courses at GSAPS.   
“sometimes I feel like the level of other students, it wasn't like a linguistic 
problem. I think no matter what your level of English is you can still participate in 
class. It’s not like no one can understand what they say. They are very articulate, 
but I feel like they weren't putting in as much effort in the class itself.” 
 
 Research shows that English language proficiency is one of the biggest challenges 
for international students but to claim that problems arise from linguistic limitations is an 
oversimplification (Todd, 1997, p. 175). Beth, a native English speaker who was 
educated in her home country of Singapore at the primary, secondary, and undergraduate 
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levels took a different perspective on non-native English speakers’ language ability in the 
EMI course. She attributed low communication and interaction to language ability: 
 “…Abilities in the English language are so different, for me it is natural for me 
 to be good at English and maybe that is why I can get better grades, but I should 
 be able to speak better.  I find that some classes are not stimulating because the 
 other students can't engage in the level of conversation that I could, or I had to 
 change what I wanted to say so everyone could understand. It’s not the teachers, I 
 think that they have different language abilities but they make it up in their 
 experiences. The best is that most of them want to know more about what 
 happened in your country, the student population is so diverse, we have different 
 language ability. I'm not sure about academic ability because I don't grade the 
 paper, but language ability is really different…” 
 
 Stephanie and Beth both gave similar perceptions of the classroom environment.  
They both indicated that the classroom did not have a communicative atmosphere. The 
difference is that they attribute the classroom atmosphere to different factors - lack of 
language ability and lack of effort. According to Todd (1997), “Many students come 
from an environment where they are not allowed to criticize teachers, raise questions” (p. 
177).  Neither of the participants attributed the classroom environment to a difference in 
eastern or western cultural values. 
 The false dichotomy used to compare east/west traditions also can be applied to 
instructors. Khean, a doctoral student from Cambodia discussed the teaching style of his 
instructors: 
 “…I also think that some teaching styles are good and some professors give us 
 a flexible way of doing assignments. I use to take the intensive course and  they 
 were quite flexible, rather than, some professors who stick to the time. But they 
 are more learner-centered or student centered. Some professors sometimes let the 
 students work at home or can submit the assignment online. Some professors, 
 they have very well structured lessons, and they really include what we learned 
 from the lesson and combine our own understanding in the exam.” 
 
 Rith, also from Cambodia, described one of his best GSAPS instructors, who 
happen to be Japanese. Rith assigned “good” examples of effective teaching that align 
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with western educational stereotypes to one Japanese professor. Yet, interestingly, he also 
assigned the Confucian stereotypes to the less favorable Japanese instructors. Rith 
commented on his professors who was of Japanese nationality: 
 “…You have to read and then write a comment paper, so you can't write it 
 without [doing the] reading. And her English is so good, and the way she teaches 
 she is so interactive and she keeps asking questions…”  
 
 Then Rith immediately followed this statement and explained that there were no 
discussions or interactions in classes with Japanese professors: 
 “… but the two Japanese professors,  there are no interruptions.” 
 This opinion points to the hegemony of the western system of education.  Virtues 
of western education are seen as desirable these types of virtues are simply a stereotype 
with no actual theoretical background supporting the prevailing belief that western 
education styles are “better”. As Rith explained, western approaches often appear in the 
“eastern” GSAPS classroom with a Japanese instructor. If we flesh out the meaning of 
these examples we see western hegemony at work in this paradox of educational values 
(Ryan & Louie, 2007). 
 Stephanie provided her perspective of two of her favorite instructors: 
 “they are both very supportive, and the classes we were able to have very 
 insightful discussion, and I'm usually very quite, but when I entered GSAPS I 
 thought I should get the most and I thought I need to speak my opinion. We had 
 discussion…they guided the discussion well. And when we did do papers, they 
 actually gave feedback. And if you had a question, they answered you on email 
 and they had office hours. But even the most simple of questions, they don’t 
 make you feel stupid, it makes you feel open and welcome. And their academic 
 level is very high and is somewhat on par, or what my image of graduate school 
 is in the United States. It was very challenging and they had high expectations 
 of their students and I really enjoyed that”. 
 
 Negotiation of cultural values in the EMI classroom proves to be confusing at 
times. The professor has the autonomy to conduct the class as needed as long as the 
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course is in English.  Most of the EMIDP professors are Japanese nationals with varying 
degrees of international experiences. Given the many factors at play - the diversity of 
cultures that exist between peers and instructors and the use of English for instruction - 
students are often unsure of how to approach the student-instructor relationship.  Jessica 
discussed the disjuncture between the English language and the classroom culture: 
   “sometimes [it is] very different to interact with the professors because they 
 are Japanese but they communicate in English and the mentality…that is 
 different…you expect the professor to be not so Japanese, but you know he is. 
 So I think sometimes it is difficult to interact, Professor Kaneko is another 
 example. Very difficult to interact with her because you don’t know what she 
 is expecting, like whether she is expecting Japanese standards, or American 
 standards. In fact I found out she was very Japanese. She never studied abroad, 
 she is 100% Japanese educated…Sometimes it is difficult because  language 
 always comes with the culture… even though it is not the case [in GSAPS] and I 
 think that gap is sometimes hard to deal with…I don’t know the line between 
 being formal and less formal, because when you’re speaking English you are 
 bound to become somewhat informal. When you look at the Japanese standard, it 
 does become quite informal, and I feel like sensei [professors]… they don’t feel 
 comfortable being so casual. And I don’t mean to be so casual it just comes with 
 the language…so I think there is definitely, in the English classroom, there are 
 Japanese expectations and a set of rules that you have to follow. Only the 
 language element is transferred into the classroom… But like in the US my 
 professors encouraged us to eat during class. And one of my professors said it is 
 not good to skip breakfast, so if you are running late, grab something and bring it 
 to class because that is better than not eating breakfast kind of thing. But here it is 
 a huge no-no if you eat in class.” 
  
 In this way, courses become a space for the negotiation of different cultural 
values. In these spaces, students must make culturally appropriate decisions on how to 
approach the learning environment and how to interact with instructors and peers. Given 
the connection between language and culture, language can sometimes be used as a 
cultural clue to know how to approach a space. These types of clues are effective when 
the language matches the culture. However, in the EMI classroom the diversity of student 
backgrounds, student language abilities, instructor backgrounds, instructor language 
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abilities all imbedded in Japan, language does not offer any clues for navigating the 
classroom space.  
 Zemi research seminars.  As demonstrated above, participants often made 
educational comparisons between Japan and the home country or a third country. In these 
comparisons, participants referred to stereotypical western and Asian educational 
traditions. This was not the case with the zemi research seminar.10 The research seminar, 
or zemi in Japanese, is an integral part of Japanese higher education. Zemi provides a 
formal opportunity for professors to gather with all students under their guidance and to 
assume the role of professor as advisor. All students are required to attend a zemi. 
Absence from zemi is acceptable when students conduct research abroad for the thesis or 
dissertation, attend an academic conference or symposium, or for other activities related 
to data collection. Otherwise, all students participate in zemi every semester. 
 Zemi is situated in the same spaces reserved for courses but is organized much 
different from courses.  In GSAPS courses, students often selected a seat early in the 
semester and choose to take the same seat again and again during each course meeting 
throughout the semester. This was not the case in zemi. Some zemi members had a 
tendency to sit near each other or in the same areas of the room, but in general, there was 
no pattern to where students chose to sit or whom students chose to sit with in the zemi. 
One reason for this is that zemi members who were in attendance changed from week to 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
10	  The development of the German university system in the nineteenth and twentieth 
centuries had significant impact on universities abroad (Gellert, 1993).  After Japan’s 
Meiji Restoration of 1868, the government looked to the German system to expand the 
higher education system (Okada, 2005).  Japanese scholars traveled to Germany for 
advanced study and when these scholars returned, they informed the development of 
Japanese higher education (Kaneko, 2004). These scholars insisted that Japan’s 
universities be autonomous institutions centered on learning and research.   
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week. It was acceptable to be absent from the zemi for academic or research purposes.  It 
was common for at least one zemi member, or a group of zemi members, to be absent 
each week. The absence was usually a result of participation in a domestic or 
international conference or symposium.  These changes in weekly attendance did not 
allow patterns to form as they did in the courses, as zemi activities were much less 
prescriptive as compared to courses.   
 In addition, approximately 1-2 times per semester in each zemi, opportunities 
would arise that allowed for zemi members to participate in an activity together.  One 
example was a local symposium sponsored by the Japanese Ministry of Foreign Affairs.  
The topic of this particular symposium, Asian Regional Integration, was closely related to 
the research topics of one of the zemi groups. The week of the symposium, the zemi 
session was cancelled and students were required to go to the symposium. Another 
example was conferences. Professors in GSAPS sometimes hosted or organized 
conferences. In one case, three GSAPS professors collaborated to host a conference on 
African Educational Development. Zemi students under each of the professors were 
required to participate in the conference in different ways. A few of the students 
presented, other students helped with registration and organization. Another group of 
students were required to support professors who came to Tokyo from other parts of 
Japan to ensure they knew the locations of conferences related seminars, sessions, and 
social activities.  It was a common occurrence for zemi members to have the opportunity 
to participate in conferences or symposiums in the Tokyo area. Student zemi members 
interacted in professional academic activates. As a result, the zemi environment presented 
itself more as a professional space where students worked together as colleagues.  
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 When students enter GSAPS, they are formally assigned to an advisor who is best 
suited to the students’ research interests. Students are allowed to request an advisor or 
switch advisors if they find that another professor’s research background better fits their 
research area.  Zemi is similar to a course in that it meets regularly at a scheduled time, 
usually once a week, and appears on the transcript in terms of participation.  Although all 
students are required to enroll in zemi every semester, the seminar does not count towards 
the number of credits earned for a degree.  Some professors require texts and approach 
zemi with a well-established routine, but there is no syllabus. Zemi activities include 
research presentations or leading a class discussion on an assigned reading.  These 
activities are not graded and no final assessment or grade is given for zemi. 
 In terms of zemi organization, professors have the autonomy to structure it as they 
see fit. Many professors separate zemi by language and conduct an English language zemi 
(English zemi) and a Japanese language zemi (Japanese zemi) separately. Some professors 
conduct three weekly zemis and add a PhD zemi for doctoral students. In terms of 
attendance requirements, some professors only require students to attend the zemi of the 
language they know best. For example, Japanese students attend the Japanese zemi and 
most international students attend the English zemi.  Some professors combine 
international students and Japanese students and require Japanese students to fully 
participate in the English zemi using the English language. If an international student is 
proficient in Japanese, some professors require Japanese zemi participation.  
 Most students view zemi as positive or practical with some negative aspects.  
Students indicated that during the zemi period, the professor made sure that students had 
basic knowledge of the research approach in the academic discipline. The professor also 
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ensured that students knew the appropriate approach to research methodologies for the 
thesis or dissertation.  The zemi is also a space for students at different stages of their 
respective degrees to network, discuss research topics, and get feedback from peers. 
Students are required to take separate methodology courses but in the seminar, 
appropriate methods for the particular research area were honed and discussed. This is 
important given the wide variety of research areas that fall under the international 
relations/affairs discipline.  Students do not earn a grade for participation in the zemi.  
 Participant dissatisfaction with zemi occurred when the information provided for a 
particular sessions was not useful to a particular student. For example, if a doctoral 
student was present for a discussion on how to construct a Master’s thesis. Another 
example was when the zemi period was used to prepare for zemi group travel to an 
academic conference and some students did not plan to attend the conference. In both of 
these cases, participants indicated they did not think it was a good use of time to attend 
these particular sessions. Nonetheless, most students indicated that the benefits of the 
zemi far outweigh the negative aspects.  
For the participants in this study, it was common practice to share some portion of 
zemi time with Japanese students. Zemi is the space most commonly shared by 
international and Japanese students. When participants discussed relationships they 
forged with Japanese peers in an academic setting, zemi is the place where this interaction 
most commonly occurs. In the Japanese culture, there are strict rules in place to establish 
social hierarchy and the well-defined system of showing respect and being humble. 
Although groups within the hierarchy often times intersect, there are cultural rules on 
how to maintain the intersections of groups. There are also cultural rules on the role of 
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the individual in group maintenance. Often times these rules are “hidden” and hard for 
non-Japanese nationals to interpret. Japanese nationals can clearly and quickly determine 
where peers fall in this complex system because they are fluent in the cultural clues that 
define interaction in these spaces.  It is much more difficult for non-Japanese to 
understand this system. In addition, the Japanese language plays a large role in providing 
cultural clues on group interaction. Many international students do not speak Japanese so 
this is one of the many obstacles in understanding the social structure. Many of the 
cultural clues come from special vocabulary words assigned to the hierarchical social 
structure. 
Zemi is the major intersection for the crossroads of Japanese academic culture. 
Although primary objectives of the seminar are academic in nature, zemi also works as a 
function to establish and maintain the Japanese hierarchy. The collective rules, 
vocabulary, and structures of the group in this space are well defined. Groupings that are 
specific to academic life include PhD, MA, and douki (batch). These academic groups 
also intersect with the hierarchy recognized throughout all of Japanese society. Sempai 
and kohai relationships are used throughout Japanese society.  In Japanese society, the 
sempai (senior member) and kohai (junior member) relationship is “overwhelmingly 
important in fixing the social order and measuring individual values” (Nakane, 1970, p. 
26).  
Participant narratives offered many examples of how students experienced and 
perceived the complexities of Japanese social order. I asked participants to talk about any 
friendships they made with Japanese nationals in an academic setting. Jannah told the 
story of how she met a Japanese friend in the restroom at GSAPS. Jannah, a Muslim, was 
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in the restroom using the sink to wash for prayer.  While she was washing, a Japanese 
female asked her about her headscarf. I asked Jannah if the bathroom was the first time 
she has met the other women. Jannah responded, “we are different zemi, same batch”. 
She did not directly refer to sempai/kohai relationships, but this comment can be 
connected to these hierarchical distinctions between senior and junior members of the 
group.   
Jannah’s reference to batch means that she and the Japanese female in the 
bathroom began their GSAPS educational careers during the same semester of the same 
year. In Japanese, douki, illustrates the importance of group affiliation in Japan and 
defining relationships with others based on group affiliation. In the statement about the 
douki, I could infer that Jannah was telling me that she and her Japanese friend were at a 
similar place in the academic hierarchy.  
The concept of sempai/kohai overlays the other academic categorical grouping. 
Zemi, douki, sempai, kohai, Master’s, and PhD provide social clues for group hierarchy. 
Other less-defined layers of the hierarchy include age, gender, and professional 
experience. Traditionally in the Japanese professional world, age is closely associated 
with the hierarchy because of the system of promotion. Employees gain a higher place in 
the social hierarchy through promotions. Typically, someone who is older is a sempai. In 
traditional Japanese business culture, members do not jump to higher places in the 
hierarchy, nor do they enter the hierarchy at any place except for the bottom. However, in 
the case of academics, and particularly for international students, someone who is much 
older with a significant amount of professional experience may be a first year Master’s 
student.  This relationship becomes difficult for a much younger second year Japanese 
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Master’s student who has no professional experience and started the Master’s degree 
directly out of undergraduate school. Age indicates that the international student is the 
senior member, yet academic standing places the Japanese student higher on the 
hierarchical ladder. Non-Japanese students quickly understand the importance of the 
“vertical relationships” in Japanese culture but often have a very difficult time as a 
participant (Nakane, 1970, p.59). Khean explains his negative perspective of the 
hierarchy because he is use to the Australian system used by expats in his home country, 
Cambodia. Khean feels the need to pass on useful information to new arrivals, especially 
from Cambodia but explains that he does not do this because he is a sempai: 
 “In my case I sometimes feel a little negative because I feel like I prefer a  system 
 that is a little more equal, maybe because I prefer the Australian system is a little 
 more equal…those [students] that come new, I know how I felt when I came [to 
 Japan], and especially Cambodian students, I don’t feel like I do it because I’m a 
 sempai but I just want to help them so they can avoid a problem.” 
  
 Khean still saw that the role of mentor was important. He viewed the 
responsibility of helping new international students as a casual friendly gesture, not as an 
obligation. In a similar vein, Maryam discussed how she viewed her position as sempai. 
Maryam, a Master’s student, was often in the position of sempai because she had 
extensive professional experience in her home country, Malaysia. Her husband and son 
lived with her in Tokyo, a social clue that she was older than other Master’s students. She 
recognized that she shared information with junior kohai members partially because she 
should follow the local culture:  
 “I play sempai by sharing information that the kohai might need to know, but 
 I don’t really. I know that in this country I have to observe a little bit of this 
 environment, although some may not care about it, but somehow somewhere 
 I should follow the local culture.” 
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 Pramod discussed how the sempai/kohai relationship feels. Pramod started his 
Master’s degree at GSAPs almost immediately after he completed his undergraduate 
degree in his home country, Thailand. At the time of this research, Pramod finished his 
Master’s degree and was accepted into the doctoral program at GSAPS. Pramod’s 
journey from young Master’s student to doctoral student allowed him to experience social 
life at different levels of the hierarchy and a shift from kohai to sempai. He discussed the 
feelings that accompanied sempai/kohai and the difference between the feeling of 
friendships (not deep friendships, but a less formal interaction) and the feeling of more 
formal relationships. Pramod used the word friendship to mean informal, friendly, casual, 
interactions, not a well-developed relationship. Pramod and I did not know each other 
well prior to the interview and he used his relationship with me as an example.  In 
Japanese society it would be very clear-cut that I was Pramod’s sempai and he was my 
kohai in terms of age, professional experience, and the number of years of PhD studies.  
In addition, our difference in age was reinforced by my position as a wife and a mother. 
Pramod indicated that there were people with whom he did not feel the hierarchical 
burden. He also explained that he did not feel the hierarchical burden with me: 
 
“I don’t think they treat me like, “kohai kohai” [the true Japanese sense of kohai] 
but I feel like they are more like elder sisters, or elder brothers. It is just my 
feeling. But like you, I feel like you are my older sister, but I feel like you are my 
friend, and the same with some others. I don’t feel they are my sempai. …It’s the 
way they talk to me, and the way they call me.”  
  
 Non-Japanese students who can understand the Japanese language provide further 
examples of the hierarchy. The Japanese language has special vocabulary, keigo, which is 
used when addressing people at different levels of the hierarchy.  There are different 
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names used to address people of the different junior and senior member roles and the 
specialized conjugations (desu-masu-ke) for the different levels. In Pramod’s excerpt 
above, he referred to what people “call me”. By this he meant the suffix attached to his 
name. In Japanese, Pramod might be addressed as the more informal Pramod-kun by his 
inner circle, people who felt close to him but were above him in the hierarchy. Others 
may address Pramod by the formal Pramod-san11. The use of -san provides a cultural 
clue that indicates social or emotional distance between people.  
 Jessica regularly attended English and Japanese zemi. Jessica was not required to 
attend Japanese zemi, but she chose to attend as a way to become closer and more of an 
included member with the Japanese group of students. She also joined as a way to 
increase her Japanese language skills in her research area. Jessica’s advisor required his 
Japanese students to attend both English and Japanese zemi, so Jessica shared common 
space with the same group of students in two different settings.  Jessica discussed the 
differences she saw in the English zemi and Japanese zemi: 
 “Japanese-Japanese interacting in [English] zemi is different from foreigners 
 and Japanese interacting, because when two Japanese students in our zemi are 
 interacting they use keigo, the very correct way of speaking, and they always 
 speak in desu-masu-ke. But in English zemi we don’t always think about it, 
 and in Japanese [zemi] we always talk in desu-masu-ke and sempai/kohai 
 [hierarchy] is being reminded, over and over…” 
 
In this example, Jessica explained how the specialized vocabulary reminds her and other 
students over and over again of the hierarchical relationships in the class. 
	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
11	  I used Pramod as an example to explain the terms –kun and –san.  Pramod is his given 
name.  In Japanese society, -kun or –san would almost always be attached to the family 
name. In my observations at GSAPS, students, professors, and administrators attached 
these terms to the given name of international students, not the family name.	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In courses, the professor assumes the role of instructor. In zemi, the professor 
assumes the role of advisor.  Just as it is not always clear how the student should interact 
with the instructor, there are also some cross-cultural uncertainties between the students 
and the professor in the zemi. Victoria a doctoral student, talked about her experience 
with her advisor. She felt as if she was breaking hidden cultural rules that she did know 
about.  She constantly worried about breaking hidden cultural rules, so she tried to 
distance herself from her professor and only interact with him when she felt it was 
necessary:  
 “He is a very nice person but I don't know how to get along with him. Even 
 thought I have lived in Japan for three years, I've never really entered into this 
 society. I have been and I think I will continue to be living in this isolated 
 international circle within the Japanese society. And I don't understand their 
 culture so I don't really know how to get along with the Japanese...I think there is 
 some nuance about Japanese culture like I always feel that there is a gap. I'm 
 more careful when I'm with him [my advisor], because I know there is 
 something that I'm not supposed to do but I don't know what that thing is.  So I 
 tell myself I better stay not that close [stay away] so that I don't make 
 mistakes.” 
 
Summary 
 Chapter Five provided an overview of the salient findings in the academic realms 
of international graduate student life.  The previous section discussed the salient themes 
in academic life, student perspectives of EMI courses, zemi experiences, and 
relationships with other actors in the academic environment. These findings suggest that 
the Japanese social hierarchy is an important part of the academic environment. Many 
students have a difficult time interpreting the Japanese social order. The zemi is the most 
likely place for students to observe and interpret the Japanese social order. These findings 
also suggest that although that EMI is an internationalization strategy, it is still difficult 
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for international students to foster social relationships with Japanese nationals in the 
formal academic setting.  In the academic setting is more likely to form networks with 
multinational groups. The following section discusses the salient themes found as 
students experienced social life in Japan. 
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CHAPTER SIX: SOCIAL LIFE 
Introduction 
 Many of the participants were enthusiastic about meeting for an interview and 
were eager to share their stories. Some participants suggested we meet in their homes. 
Interviews in the home allowed participants to feel comfortable in their own surroundings 
and typically led to a casual and friendly style of interview. In-home interviews lasted 
longer and provided many more details. Most importantly, I observed participants and 
how they lived in their own personal space abroad.   
Jannah 
 Jannah insisted that I come to her home for the interview.  Had Jannah been 
Japanese I would have thought she invited me out of obligation and I would have 
suggested a public place as to not impose.  But with Jannah, I did not feel like I was 
imposing. The interview was schedule during the winter months, and although the Tokyo 
winter was not unusually harsh, coming from a warmer climate in Malaysia Jannah 
preferred to stay cozied up in her apartment during the cold months.  
 Jannah’s invitation was also connected to our serendipitous first meeting on the 
Tokyo Metro Tozai-sen (Tozai-line).  Depending on where a student lives, travel time to 
and from campus ranges anywhere from a 2.5 hour train commute to a five-minute walk.  
International and domestic students commonly described campus access by the total 
number of transfers. Most students live one or more train stations away from campus. An 
ip-pon, or one line, commute is the most desirable.  Living a few stops away (or more) is 
much more common than living in an apartment on the edge of campus. A 35 minutes  
ip-pon commute is preferred over a 25 minute commute with a transfer. Total travel time 
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was calculated as door-to-door, which for international students meant from the door of 
their residence to the GSAPS elevator lobby. Jannah’s ip-pon campus commute was 55 
minutes door-to-door and included a three-minute walk to the bus and a six minute bus 
ride to the station.  In warmer months, Jannah cycled to the station for the health benefits 
and to save on the daily bus fare.   
 Given the complexities of commuting, it is more common to meet socially in 
centrally located public spaces. However, Jannah knew that I also lived on Tozai-sen, just 
a few stops from her station because of our first serendipitous meeting. Jannah and I 
started our tenure at Waseda during the same semester.  Prior to the start of the semester, 
Jannah took a trip to campus to acquaint herself with university.  I also decide to explore 
campus on the same day, and Jannah and I were on the same train in the same car when 
the train came to a halt in the underground passage between stations.  In Japanese, the 
conductor explained the reason for the stop – someone had fallen on the tracks at one of 
the stations far up the track. We needed to wait until the trains were rerouted. Jannah did 
not understand the Japanese language and did not know the reason for the delay. About 
ten minutes after the train stopped, Jannah approached me in English because she heard 
me speaking English to my son. We spent 30 minutes chatting about the train delay and 
general conversation. My Japanese husband was also with us on the train, so we were 
able to give her the specific delay updates. Jannah explained that she was a GSAPS 
Master’s student on a scholarship through her employer and that she worked for the 
Malaysian government. It was her first time in Japan and she had not previously studied 
the Japanese language. After the tracks were cleared, the train continued on to the 
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Waseda Station. At the station exit we said our farewells. At that time, we did not know 
we would meet again at her home in Gyotoku, Chiba. 
 Gyotoku is situated just outside of the Tokyo city limits in the state of Chiba. 
Millions of people commute from Chiba to Tokyo on a daily basis. In Chiba people can 
live in larger spaces at a lower cost.  The Gyotoku area of Chiba is a popular place for the 
Muslim community. Students and non-students choose to live there because it is close to 
the Mosque and the halal food store.    
 On the day of Jannah’s interview, she met me at Gyotoku Station. From the 
station we boarded the bus towards her apartment and then walked beside the canal to her 
home. Jannah’s complex consisted of eight apartments, four on the first floor and four on 
the second floor; she lived upstairs. Four of the other occupants were Malaysian.  We 
entered her home, removed our shoes, and I immediately smelled food.  Steam rose from 
the suihanki (Japanese rice cooker) but it was not the familiar starchy sent of Japanese 
steamed rice. Instead, the aroma rising form the suihanki was star anise and coconut milk. 
Jannah indicated that after the interview we would have lunch and she would teach me 
how to cook a dish she learned from her mother to accompany the rice. In traditional 
Japanese style, I handed over an omiyage, a gift to show her gratitude for inviting me to 
her home: strawberries and mikans (Japanese tangerines). 
 Jannah’s apartment was two-bedrooms. One room she used as a workspace and a 
place to entertain guests. The other room was her bedroom. For the interview, she led me 
to the tatami room she used as a workspace. We sat on floor pillows at a low table to 
begin the interview. A few minutes into the interview the doorbell rang. It was Jannah’s 
	  Copyright © Kristen Nakamura Wallitsch 2014 129	  	  	  	  
Malaysian neighbor and friend, a doctoral student studying at Meiji University in Tokyo.   
Jannah had invited her for lunch and suggested she come early to listen to the interview. 
 The interview lasted for over three hours. Jannah talked for a while, then we 
would pause for tea, snacks, or for her to pray. Jannah continued to share her experiences 
as she washed her hands and feet and dressed in her abaya, white prayer clothing. Prayer 
at home was much more convenient than at school. At the university, students washed in 
the restroom for prayer with the ice-cold, unheated faucet water. The prayer location at 
school was the platform at the top of the flight of stairs leading to the roof. I told her I’d 
leave the room while she prayed, but she insisted I stay.   
 After the interview she taught me how to make Malaysian fritters. The three of us 
enjoyed the meal late into the afternoon. I almost forgot I was in Japan until I stepped 
back into the sleet, walked back along the canal to the bus stop, and boarded the bus 
bound for the station. 
Julia 
 Julia’s interview also took place at her home.  Julia lived in a seventh floor studio 
apartment on the edge of campus, a five minute walk from GSAPS. When I arrived to her 
door at 10am, the scheduled time, Japanese workers were jackhammering the concrete on 
her balcony in order to make repairs.  In Japanese, she shouted to the men over the 
jackhammering to see when the job would be finished.  The indirect Japanese response 
gave no indication of when the work would be complete.  She apologized and suggested I 
come back in an hour. 
 When I returned, the jackhammering had ceased and the repair workers were 
working more quietly on the balcony. We settled on the floor for the interview. In Julia’s 
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apartment, everything was in one room.  She set up bookshelves that acted as partitions 
between a living/eating space, a workspace, and a place to sleep.   Julia offered me two 
types of loose tea her grandmother sent her from Hungary. In the middle of the interview 
the doorbell rang.  It was Julia’s friend who she met at a GSAPS social activity. She 
carried in her self-prepared bento box.  Because Julia lived so close to campus, she often 
stopped by to eat her lunch at Julia’s.  We stopped the interview and chatted during her 
lunch.  Julia’s friend was getting ready to return to Thailand to spend a few weeks at 
home with her family and wanted to say farewell before she left.   
Constructing Social Life 
 Academic neighborhoods are predefined spaces governed by some institutional 
and cultural rules and regulations. The cultural rules and regulations in social spaces are 
much more informal. Participants had much more autonomy in the decisions they made 
in social neighborhoods. Another difference between the academic and social 
communities is that all students participated in the salient academic communities but not 
all students participated in each salient social community. This is due to the fact that there 
are no institutional requirements to join social networks. 
 According to Appadurai (1996) neighborhoods are constructed because they 
oppose something else and are derived from “other already produced neighborhoods” (p. 
182). In the context of this research, students sought or created social neighborhoods to 
satisfy individual needs. One example is found in the language barrier.  Given that many 
of the students in GSAPS EMI degree programs came without Japanese language 
training, it made it very difficult to enter into any type of community that requires the use 
of the Japanese language. Many members sought membership in groups with people who 
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spoke a common language. In its simplest form, these social spaces are created because 
something is seen as different and “the production of a neighborhood is inherently 
colonizing…” (pg. 183). Many of these neighborhoods are not new, but constructed by 
students who are senior members of the department. In this sense, students did not 
construct new social spaces, but were theoretically involved in the reconstruction of 
existing neighborhoods. Examples of salient social neighborhoods in this research 
included groups that formed because of similar religious affiliations or groups who 
enjoyed similar leisure activities.  
 Three distinct social patterns for social neighborhoods can be used as a 
framework to examine social life: monocultural, bi-cultural, and multicultural (Furnham, 
1997; Furnham & Alibhai, 1985; Hendrickson, Rosen, & Aune, 2011).  According to 
Furnham and Alibhai’s (1985) functional model, the primary network for international 
students is monocultural (or co-national). Monocultural networks exist between 
individuals who identify with the same country of origin. This type of network provides a 
setting for the expression of ethnic and cultural values. The secondary network is the bi-
national network. The bi-national network is between internationals and host-nationals. 
According to Furnham and Alibhai (1985), bi-national relationships facilitate academic 
and professional aspirations. The third network is the multicultural network. The 
multicultural networks include individuals from many different nations and primarily 
serve for recreational purposes. Findings in this study show that the three types of 
networks did exist for GSAPS students, but the purpose and importance did not align 
with Furnham and Alibhai’s (1985) framework. This is due to the fact the research is 
situated in an EMI program in a non-English speaking country. 
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 For international gradate student participants in this study, co-
national/monocultural networks were not the primary network in terms of where students 
spent a majority of time in social settings. Bi-national networks between internationals 
and Japanese nationals were limited. Furnham and Alibhai’s (1985) research showed that 
the primary purpose of international-host national networks was for academics and 
professional reasons. This was not the case in GSAPS. This research found that bi-
national networks resulted from family connections or previous experience in a third 
country. The multicultural network emerged as the primary network for EMIDP 
international graduate students in this study. This network was a result of religious 
affiliations, regional connections, and familial concerns. 
 Social life includes any social group membership or individual activity outside of 
academics. Even if entry into the group was achieved through academic departmental 
connections, it is still considered social. Salient social sodalities that emerged in this 
research were centered on the need to connect with certain groups or individuals for 
certain reasons. Table 6.1 shows where, why, and with whom social connections were 
made.  
 Social connections were made either inside or outside of the academic 
department. Participants most commonly made departmental social connections in zemi 
and in informal departmental spaces such as the PhD lab or the student lounge. 
Department social connections were discovered in other spaces, but these were the two 
primary spaces that emerged as salient in the data (see Table 6.1). 
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Table 6.1 Salient Characteristics of Constructing Social Life 
	  
 
 Many of the social connections were made outside of the academic spaces and 
had no connection to the department at all. The purpose and reasons for non-departmental 
connections included family or long-term relationships, religious affiliation, shared living 
spaces such as the dorm, and connections made from previous experiences abroad.  
 Activities that brought people together in social neighborhoods included daily life 
routines, obstacles in life abroad and joint efforts to overcome obstacles, leisure 
activities, and family outings. What follows is a look into where, how, why, and with 
whom students entered into particular social neighborhoods both inside and outside of the 
department. 
Constructing	  Japan	   Challenges	  
Positive	  Aspects	  
Activities	   Places	  Leisure	  activities	  Meals	  Social	  Circles	   Departmental	  Connection	  Shared	  County	  of	  Origin	  Non-­‐Departmental	  	  Connection	  Family	  Japanese	  Nationals	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Table 6.2 Social Neighborhoods 
Social Neighborhoods 
Where Departmental Non-Departmental 
Why Zemi Informal 
Academic 
Spaces 
Family Religion Dorm Previous 
Experience 
Comfort 
Who 
 
Conational 
 ü  ü  ü  ü   ü  
Host-
national 
ü   ü    ü   
Multi- 
cultural 
ü  ü   ü  ü    
 
Departmental 
 As indicated in Furnham and Alibhai’s (1985) functional model, the bi-national 
network is primarily used for academic or professional purposes between international 
and host-national students and is secondary to the primary conational networks.  The 
group of participants in this study belongs to an English degree program that enrolled a 
large number of international students. Participants primarily shared academic spaces 
with other international students, not Japanese nationals. In addition, many international 
students were not proficient in the local language. Given the EMI environment, 
multicultural and conational networks were often much easier for internationals to access.  
	  Copyright © Kristen Nakamura Wallitsch 2014 135	  	  	  	  
Language is often a barrier between Japanese and international students.  Japanese native 
must be willing to communicate in a second language if they are to develop relationships 
with international students. 
 Participants expressed difficulties to engage in meaningful relationships with 
Japanese nationals. Research shows that interaction between international and host-
nationals aids in sociocultural and psychological adaption abroad (Leask, 2009; Ward & 
Rana-Deuba, 1999) and an increase in language acquisition (Cammish, 1997). 
Unfortunately, the most significant networks for international students did not include 
host-nationals. Research has been conducted on how to increase interaction between 
these groups given the positive outcomes of the host-national/international relationship 
(Brown, 2009; Gundykunst,1983; Killick, 2012; Ward & Chang, 1997;). Challenges 
specific to the Japanese culture included the formal nature of Japanese social interactions, 
the inability to “get close to” Japanese students, and misunderstandings about the 
difference between “polite” and “friendly”; as indicated by the participants, these 
obstacles are most often a result of the language and cultural barriers. 
 The most salient social sodality formed in the department was the result of zemi 
membership. Although networks between internationals and Japanese nationals are the 
least common type of social networking among the group, these relationships did exist. 
Most often the social activity was a result of membership in the same zemi.  Often 
students in the same douki, or batch, met socially at a restaurant for dinner/drinking or 
socialized at a home party.  
 The zemi is the place where most multinational departmental social groups were 
formed. Yanyu discussed the activities of her closest group of friends. These three friends 
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met in zemi and spent time together outside of GSAPS.  They enjoyed leisure activities in 
Tokyo such as visiting tourist sites or shopping. This group included Yanyu, from China, 
and two other members from Singapore and Uzbekistan. Given the large number of 
zemis, it is less likely that there are a large number of students from the same country of 
origin in the same zemi, and therefore, many social relationships developed in zemi are 
multicultural.   
 Some students did make friends in shared courses, but more often, solid, longer-
lasting networks formed in the zemi.  Given that zemi participants are with the same 
group over an extended period of time, it was more likely for students to develop deeper 
relationships. Rith indicated that he made one good friend in class, a female of a different 
nationality. She became a member of his pre-existing social circle that was formed 
outside of the department. Academic spaces are a place for internationals to interact with 
people from other countries. Rith specifically indicated that he made it a point to seek out 
multinational groups because of his interest in meeting people from other countries. He 
also explained that he planned to return to his home country, Cambodia, after he 
completed his studies. Once he returned home he would not have the opportunity to 
interact with internationals, so while at GSAPS, he planned to take advantage of the 
multicultural setting.  
 Other departmental social relationships were forged in informal areas such as the 
lunchroom or student lounge. In addition to Yanyu’s multicultural social group she 
formed in zemi, she also spent times with a group of Chinese students. She talked about 
how she met fellow Chinese students at lunchtime on the “eighth floor”. The “eighth 
floor” is a popular common area where students often meet for group study or to eat 
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lunch. Yanyu discussed her experience in the lounge located on the eighth floor. The 
relationships she made during her lunch period extended outside of the department. This 
social group was conational: 
 “With Chinese students, like we went to visit the Emperor's Palace and we 
 just hang around Tokyo and celebrate festivals…eating together, karaoke…”  
 
 Social life did not always occur as part of a group. It was more common for 
students from the same country of origin to form relationships between two people as 
opposed to a larger group. This often occurred when newcomers sought information from 
senior members or when senior members passed information on to newcomers.  This 
information was often culturally relevant and included where to live or how to buy 
particular types of food. People from the same country of origin can assist each other 
with culturally appropriate information such as where food from the home country can be 
purchased, or where other members from the same country reside in Tokyo. These 
relationships performed as a function to help meet basic needs and share cultural 
information.  
 Finally, some students viewed academic encounters as social activities. When I 
asked Julia, a doctoral student from Hungary about her social activities, she responded 
that she “loves kenkyukais.”  The kenkyukai is an institutional academic conference or 
symposium.  In addition to her doctoral research at GSAPS, Julia teaches courses at other 
universities in Tokyo.  She was invited to kenkyukais at other universities and this 
became a regular part of her social activities.  
 The previous section provided an overview of how participants entered into social 
groups and relationships vis-à-vis departmental connections.  The next section looks at 
social networks formed outside of the university.  
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Non-Departmental 
 The most common place for students to enter into social communities and 
relationships were through connections outside of the academic department.  These 
connections were made because of experiences in a third country, religious affiliation, 
familial needs, or when seeking comfort while living abroad in Japan. 
 International graduate students expressed difficulty entering into social 
communities with Japanese nationals through the department. It was more common for 
students to make host-national connections outside of the department. These connections 
were forged through a former connection in the home country, a third country, or in 
Japan (but not in connection with GSAPS). Alek discussed the Japanese members of his 
Tokyo social circle. The initial connections occurred in his home country of Sweden and 
during an earlier academic experience in Japan. He remained friends with people who he 
met in his home country and who he met during earlier experiences in Japan: 
 “I had a few Japanese friends who studied at Lund [University], and 
 connections from when I was here [in Japan] before…” 
 
 Pramod met his Japanese friends during his undergraduate studies.  At that time, 
he was enrolled in a Thai institution in his country of origin and spent a semester abroad 
in California. 
 “…I have [Japanese] friends, back in the States I met them, and now we have 
 become really good friends. And we still keep in touch. One of my friends is 
 sharing my apartment  with me [now], I met him in Santa Cruz…” 
 
 Many international students believed that if they had higher Japanese language 
proficiency it would make it easier to join Japanese social circles. Most international 
students made an effort to learn Japanese in order to enter Japanese social circles but 
found this very challenging. Students did not see the Japanese in a negative light but bore 
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the personal responsibility for lack of communication. Participants indicated that one way 
to overcome this obstacle was to increase Japanese language ability. Participants believed 
that it was their responsibility to study Japanese, not for Japanese to accommodate them 
in English.  
 Given that the common language of EMIDP is English, the most common social 
neighborhood membership was of multinationals who spoke English in multinational 
sodalities.  This is evident in the social sodalities that were created as a means to meet 
familial needs. Half of the study participants were married or were in a long-term 
relationship developed prior to the start of the academic program at GSAPS.  This type of 
companionship significantly impacted the social neighborhoods that graduate students 
chose to join.  
 Another factor that impacted social life was children. Participants who had school 
aged children created networks with host-nationals through the child’s school. Prasuna 
lived in Tokyo with her husband and her son. Her and her husband were both doctoral 
students at GSAPS.12 Prasuna attended Japanese elementary school at the time of the 
study, so she made connections with other parents at his school. 
 “I don’t have Japanese friends in GSAPS, just a few like who’s in the zemi 
 but we  are not that close. My son’s kindergarten friends' mom, we gather 
 together and sometimes we cook…now they are in different schools but we 
 remain good friends.” 
 
 The elementary school connections were often made because the host-national 
friend had experience in a foreign country.  Beth met some of her Japanese friends 
through her daughter’s school.  This group of international and Japanese parents was 
made up of Japanese who had experience living abroad. Beth indicated that these parents 	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  	  
12 Prasuna’s husband was not part of this study. 
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felt comfortable around international parents and children and had a desire to connect 
with the international community. 
 “all the other mothers in the social circles, from her houikuen [day care] we 
 still have lunch, and I have a good friend, Yuki, and I don't see her all the  time 
 because she is a full-time mom, but we see each other once a month” 
 
 Advanced degree programs abroad impact the dating life of some students. Given 
the age of students in advanced degree programs, some students are concerned about the 
prospects of finding a partner. Women who are interested in having a family or who may 
already have a family may have a more complicate process in the decisions to get a 
degree abroad.   
 If having a relationship is a priority, finding a companion abroad, a host national 
or someone from a third country, can lead to a very complicated future. Victoria 
discussed breaking up with a companion who she met while in Tokyo. She did not want 
to spend the rest of her life in Japan and her Chinese-Australian partner planned to stay in 
Japan indefinitely because of professional obligations. 
 Males face similar issues. For example, Rith from Cambodia indicated that he did 
not want to have a relationship abroad because he plans to return to his country to seek 
companionship with a co-national. When Rith first came to Japan he found himself in a 
serious relationship. His partner did not want to live in Cambodia and he intended to 
return to Cambodia after his studies. He was realistic about the difficulties and ended the 
relationship. As a very sociable single, Rith gained membership into a large number of 
social communities.   
 All of the students who expressed the need to join religious communities 
identified as Muslim. Students often entered into religious communities that were co-
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national or multinational. In addition, many Muslims chose to live in a particular 
location. Many Muslim students lived in a community, Gyotoku, near the mosque and the 
halal food store.  In the home country, daily life is structured so that it is easy to follow 
religious customs.  There are places to pray and food is prepared halal. In Japan, it is 
difficult to find a place to pray and many foods, even foods that are seemingly halal, are 
not. Through these conational and multinational communities, Muslims learned how to 
follow Islamic religious customs in Tokyo.  During my visit to the mosque to break fast 
during Ramadan, I did not observe any Muslim Japanese nationals, only Japanese 
nationals who were guests as was I. 
 Irfan discussed how the location of the halal food store influenced his decision on 
where to live. Irfan indicated that there is an “Indonesian store in Gyotoku, that is why I 
moved there.”  Maryam, a student from Malaysia discussed her religious connections in 
Japan:  
 “For me I have group outside the school. I have a group from my school that we 
 do non-academic activities, and I have neighbors from Malaysia, near my house 
 and I  have friends from my country who are not near my house, but we can get 
 together…we have a picnic or something, or someone else invites us to a party 
 and we meet them but only see them once every two months, or for the main 
 Muslim festivals…Because I am Muslim, food is one of my challenges so I  have to 
 observe the food I take, so food is a challenge, but I always find ways. And from 
 my sempai or from my friends, I can see if I can eat that food or not  because I can 
 only eat halal or kosher food. Then again it is really difficult for me to read the 
 ingredients because the information on the import food is still changed into the 
 local language. Even at Costco, they put the stickers on [Japanese stickers over 
 the English]…” 
 
 The dorm was also a common location for non-departmental connection. It is 
uncommon for Japanese students to live in dorms. Given the high cost of living in Tokyo, 
dorms are often sponsored by the government and are not attached to a particular 
	  Copyright © Kristen Nakamura Wallitsch 2014 142	  	  	  	  
university. Often dorms serve a conational or regional population. Khean’s dorm group 
was primarily conational but had a few other students from Southeast Asia. 
 “the majority in my dorm are Cambodian and Indonesian, but a few 
 Vietnamese, and we sometimes go out, but mainly with the Cambodian and 
 the Indonesian [students].” 
 
 Shirong also discussed his dorm community. His dorm is exclusively for Chinese. 
The dorm residents attended many different universities in the Tokyo area: 
 
  “…the dormitory, it is only for Chinese students…[there are] many different 
 scholarships in the dorm, and my scholarship is not only for Waseda.” 
 
 As in Khean and Shirong’s cases, many of the people who had co-national groups 
did not seek them out.  If a student was homesick, sometimes they did like to speak the 
native language or eat native foods. Pramod indicated that sometimes he wanted the 
opportunity to speak Thai:  
 “Actually when I first came here I didn’t hang out with them [Thai]. I didn’t 
 care actually. And then after a while, it’s like, well it would be good to have 
 friends from Thai…because like sometimes I need to talk to someone in Thai 
 who I can express my feelings and talk… sometimes it is mendoukusai [a  pain] 
 to speak in English so I talk to my Thai friends because I don’t want to call my 
 mom…but I don’t have to hang out with Thai friends every day, we just meet 
 sometimes. I can’t go back to Thailand, so I have to talk to someone who is here 
 in Japan” 
  
 In this example, Pramod explains that he prefers multinational and host-national 
relationships to relationships with conationals. Pramod’s position suggests that he is 
interested in increased global connectedness. However, his example is also a reminder 
that through global connectedness, the role of the nation may decrease, but will never 
become obsolete.  
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CHAPTER SEVEN: CONCLUSIONS 
Introduction 
 The social and academic lives of international graduate students were examined 
through a case study in the Graduate School of Asia-Pacific Studies at Waseda 
University, Tokyo. This research used a cross-cultural lens to examine the 
internationalization of higher education in a Japanese English medium degree program 
from a localized perspective. Qualitative methods and inductive analysis were employed 
in order to understand how these graduate students make meaning from the lived 
academic and social experiences abroad. Participants shared prior educational 
experiences, reasons for study outside of the home country (push factors), and reasons for 
selecting Japan and Waseda University (pull factors) as the location for studies (Mazzarol 
& Soutar, 2002).  Data analysis uncovered salient domains that traced the complex 
relationships that exist within the ethnoscape of lived experience in Japan. Key dynamics 
of the ethnoscape include how the international graduate student as local actor 
experienced the process of internationalization, how local experiences contribute to 
global interconnectivity, and the intersection of the two.  The intersection was explored 
using Ebuchi’s (1989) and Appadurai’s (1996) perspectives on internationalization and 
cultural globalization, respectively. Students were involved in global processes both as an 
individual and as a group member. These global processes help us to better understand 
the dynamics of cultural globalization. Students also provided a local perspective of daily 
academic and social experiences in Japan. These accounts also provide insights into how 
international graduate students construct their lived social and academic lives. 
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Students 
 This case study illuminated the idea that international graduate students seek 
increased global interconnectedness. The process begins long before students enroll in a 
program abroad and continues on after the program is complete; the study abroad 
experience is but one segment of a much larger story.  There is no one starting point to 
this process. For some it began in early childhood with the family. For others it began in 
a formal educational setting.    
 Through in-depth interviews, participants provided individual accounts of 
previous academic experiences. Students discussed early social and academic life events 
that influenced interest in international studies. Social life events included the influence 
of family and friends and life in a multicultural environment.  Parents, siblings or 
relatives who spoke multiple languages or had experience abroad influenced some 
students. An environment inclusive of people from multiple cultures influenced other 
students. Academic events included requirements to study other languages and cultures. 
Students discussed reasons for study abroad. Push factors influenced the decision to study 
outside of the home country (Mazzarol & Soutar, 2002).  Students from developing 
countries sought high quality higher education and a degree from a country with well-
recognized degrees. Pull factors influenced the destination and institution choice. 
Personal recommendations were one of the most important pull factors.  
 Experiences in the home country shape the cultural resources that local actors use 
in everyday affairs. In the home country, many cultural rules are implicit. When 
international students cross borders, they carry cultural knowledge and skills that they 
used in everyday life in their home countries.  Cultural rules in the host country are 
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different from cultural rules in the home country.  Students are aware that rules in the 
host country are different but have a difficult time interpreting the new rules. They must 
learn which cultural rules transfer, which rules do not, and which rules must be adjusted. 
When students study abroad, they must learn a second set of rules that will help them 
navigate the host country’s culture.  
 To add an additional layer of complexity, in EMI programs in non-English 
speaking countries, students must acquire another set of rules. These are rules that 
students must learn in order to interact in a diverse environment. The cultural rules of the 
EMI program fall somewhere in-between the host country and sending country culture. 
Often times the rules in this third spaces are difficult for students to interpret.  This does 
not cause problems between international student peers.  Students do find it difficult to 
understand how to act with professors in the “third” EMI spaces. The difficulty in leaning 
these “in-between” cultural rules also has implications for relationships with Japanese 
peers. The research found that international students do not create meaningful social 
relationships through the academic department, which can partially be attributed to the 
cultural misunderstandings. 
 The position of student as local actor offers an alternative perspective on the role 
of international students in the host country.  This position allows for focus on 
similarities among international students. “These are descriptions of human experiences 
rather than being specific to the culture of a group” (Montgomery, p. 125). It is difficult 
to separate the international student from country of origin because country of origin is 
often strongly associated with international student identity.  The institution classifies 
students by country and region of origin for immigration purposes.  Yet even when a 
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country of origin emphasis is placed on student identity, it does not mean that students 
are not active participants in the local culture. When students describe their experiences 
abroad, they often refer to country of origin, making country of origin one of the salient 
characteristics in defining the experience abroad.  
 This study reveals that international graduate students are adaptable and open to 
the experience of life in Japan. It is possible that this is a result of their previous 
experiences abroad.  Although students talked at length of the challenges of living abroad 
in Tokyo, it appears that many of the students enjoy the challenge, possibly viewing it as 
a mechanism for self and professional growth. 
 In the process of internationalization, participants value their home culture, and at 
the same time, maintain a respect for the Japanese culture. Students do not actively 
promote their respective country of origin identities. More often, students seek 
knowledge of cultures other than their own. This often happens when students seek out 
friendships with students who come from sending nations other than their own. 
Experiences with the Japanese culture often come as a challenge in the academic 
environment. The challenge of international-host national relationships is not unique to 
Japan. Although students often misunderstand Japanese culture, students maintain respect 
and acceptance for the cultural differences.  
 Students in this study were dedicated to completing an advanced degree abroad. 
This may partially be because of the academic field of international affairs. Students who 
are interested in international relations likely enjoy living abroad and the challenges 
associated with it. However, even beyond an academic interest in international relations, 
failure was not an option for these students.  There was no indication that the struggles 
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students experienced would force students to depart prior to completing the degree. 
Students readily accepted the challenge of life abroad.  The tales of challenges and how 
they overcame these challenges displayed student triumph and success. The experience 
and then the ability to tell the story was a process of initiation into the full-fledged life of 
an internationalized citizen of the world.   
 These participants are global citizens of the world who seek greater 
interconnectedness through knowledge, relationships, and language.  To accomplish this 
they created new lives in new spaces abroad. Students gained a better understanding of 
the world by learning to navigate culturally unfamiliar local spaces. Through this process 
conational, multinational, and host national networks of family, colleagues, peers, 
acquaintances, and friends accompany them. Together these people co-construct globally 
oriented neighborhoods and communities. For students, this experience is a gateway for a 
global future.  
The Institution 
 Interviews produced accounts of participants choosing GSAPS because it has a 
reputation as a welcoming environment for foreigners.  One of the primary pull factors in 
this study was social connection. Even with a well-established program and good 
reputation, students did not foster significant social relationships with permanent locals in 
the academic setting.  For the international students, the network of social connections 
was primarily among internationals. 
 The Graduate School of Asia Pacific Studies offers a balanced model of EMI. 
One reason is that the academic emphasis on international relations dovetails nicely with 
EMI.  This graduate school can accommodate a large variety of students who are 
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interested in fields such as engineering, politics, environment, education, literature, 
politics, economics, and more. In other departments, such as the engineering or 
economics department, it is much less likely for a graduate student to be admitted without 
a lower level degree in the same field. 
 Zemi is the central experience in the academic lives of EMI students in Japan. 
This space functioned as a sort of microcosm of Japanese culture.  In this space, students 
experienced the Japanese academic hierarchy.  Although students did not understand the 
system and were often confused as to their role in the system, it was clear to everyone 
that the system existed. Students disliked the system but understood its place in the 
Japanese social structure.   
Three significant findings that emerged from the research included the importance 
of 1) regional connections, 2) where students come from, and 3) the academic 
connections made at the institution. These three findings have implications for higher 
education policy, particularly at Japanese higher education institutions.  
Country of Origin and Regional Connections 
The importance of regional knowledge and connections should influence policy at 
institutions, such as Waseda University, that have established a commitment to 
internationalization. The type of academic discipline and the department that houses EMI 
programs should be carefully selected. Many of the students in this study indicated an 
interest in knowing about their respective fields in the context of Asia.  Although this 
particular group of students was highly mobile and were open to living for extended 
periods in Western nations, many of the students preferred to remain in the home region 
closer to family.  This desire to stay in the region was also influenced by the fact that 
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many graduate students already have children or are looking to have children in the 
future.   
 In addition, the institution should pay special attention to attracting students in 
Asia who desire to study in Asia. If an Asian university seeks to increase the total number 
of international students, recruitment should be specialized for students in the Asian 
region. Japanese higher education institutions could increase international student 
enrollment by creating targeted recruitment strategies within the region. An institution 
located in the Asian region is attractive to many international students, particularly in 
Asia. Much of internationalization is tied to global rankings; as Japan’s top universities 
are seeking to attract top talent across the globe, a specialized approach should be used to 
attract academically competitive students in the region.  
Students from OECD countries and non-OECD countries offered different 
rationales for study abroad. This finding also has implications for institutional policy.  
Students from wealthier nations have wider access to well-developed systems of higher 
education in their own respective countries, for example, the United States and Sweden. 
The desire for study abroad is often interest based or connected to the specific area of 
study, for example in this study, human rights in Japan, Japanese literature, or education 
in Japan. In these cases, the interest in Japan was a specialization in the overarching 
academic fields of literature, human rights, and education.  
Students from non-OECD nations often seek the opportunity to study their area of 
interest in a more developed system of higher education.  Japanese universities, 
particularly elite universities such as Waseda, have access to an abundance of resources 
such as library holdings, research funding, and professors who are well known in their 
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respective fields.  Well developed institutions and programs offer students an opportunity 
to study at a more advanced level than if they remained in their countries.  Institutions 
should support programs that are able to accommodate the diverse needs of these 
students.  The Graduate School of Asia Pacific Studies is a model program for this.  Both 
types of student -- the student interested in general study and the student interested in the 
Japan context of an academic field -- have the opportunity to study and research in the 
GSAPS program.    
The regional and OECD/country of origin connections that emerged from the 
research also have policy implications at the national level, specifically in relation to EMI 
programs.  Universities in Japan can potentially receive large amounts of funding from 
the national government. How this funding is allocated impacts the types of initiatives 
that occur at Japanese universities, particularly at the elite institutions that are more likely 
to receive grants, for example Global 30. For the Global 30 initiative, universities were 
required to develop new or expand existing EMI programs.  Universities submitted 
proposals to the Ministry of Education to vie for internationalization funding. The 
Ministry of Education chose eleven institutions to receive funding for internationalization 
initiatives.   These national policies and attached funding had a significant impact on the 
international functions of the university.  A significant number of EMI programs in Japan 
are newly established as a result of this funding.  The findings of this research can inform 
future decisions at the national level when making decisions about which universities 
serve as the best institutions to house EMI programs.  
Many of the universities that were selected for internationalization funding 
established new EMI programs or departments but it was not the first EMI program 
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housed at the university. Most of these universities used internationalization funding to  
expand the availability of EMI programs.  One of the challenges in starting or expanding 
a program is the availability of English speaking faculty who are qualified to teach in the 
academic areas offered by the department. In order to have a program that is as 
comprehensive as the Waseda GSAPS program, it is necessary to have a pool of English 
speaking faculty to draw from. These faculty may be found in universities that have 
internationalization embedded in the mission of the institutions.    
Institutional Networking 
The research seminar plays an often silent but important role in the Japanese 
institutions, particularly at the graduate level.  The research seminar provides an 
opportunity for student connectivity and consistency throughout the academic career.  
The zemi is led by the faculty advisor in that it is the faculty advisor that determines the 
structure of the zemi. The flexibility of the zemi is important because, particularly 
students who come from countries across the globe, the academic needs of student vary.  
The Graduate School of Asia Pacific Studies successfully implements zemi using a wide 
variety of strategies in order to accommodate student academic and linguistic diversity. 
Other universities can learn from the Waseda example and implement policy that requires 
a similar, flexible, zemi structure. This type of zemi structure follows the traditional zemi 
structure as seen throughout Japan. The GSAPS zemi is different in that the flexibility 
better accommodates the diverse group of learners often found in EMI programs. 
 An EMI program in a non-English speaking country poses multiple challenges. 
As mentioned above, one challenge is recruiting qualified English speaking faculty.  In 
urban areas such as Tokyo, there is a very large population to recruit from and instructors 
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come from many sources.  In a larger EMI program such as GSAPS, faculty are hired to 
teach in both English and Japanese.  Even in GSAPS, there were visiting instructors from 
other universities who came to teach part-time to fill the need.  
 Other challenges include accommodating students. In Tokyo, this is particularly 
challenging given the high cost of living.  Even students who have the means to live and 
study abroad can find it difficult to live in such an expensive city.  Some students are able 
to live in more cost effective housing by sharing a space with another student or by 
applying for government supported dormitories. Often times these more affordable 
options are located far from campus. 
Future Research 
 Future research should focus on degree-seeking international students in non-
English speaking countries from a cross-cultural perspective. This research is a case 
study of one department at one university.  Future research would benefit from a cross-
institutional perspective. In addition, future research on degree seeking students should 
include non-elite institutions and departments. EMI programs are important 
internationalization strategies in lower tier institutions.  Future research should explore 
different types of EMI programs in order to gain a better understanding of the full 
landscape of higher education as opposed to the elite segment. 
 A detailed, systematic understanding of the international student experience 
provides local level examples of the processes of cultural globalization, cultural global 
flows, and internationalization. Although this type of research is not generalizable, it 
offers insight into the workings of the larger phenomenon of internationalization and the 
role of cultural globalization. This research offers an opportunity to see intersection and 
	  Copyright © Kristen Nakamura Wallitsch 2014 153	  	  	  	  
disjuncture of global flows within and between the two. Future studies can lead to a better 
understanding of globalization and internationalization and has the potential to move us 
closer truly situating the international student as local actor. 
Final Thoughts 
 During the data collection period, Japan experienced The Great East Japan 
Earthquake. The university was on break between the fall and spring semester when the 
earthquake, tsunami, and nuclear disaster occurred in March of 2011. In Japan, the 
academic year begins in April.  During the disaster, some international students were in 
their home countries waiting for the new academic year to begin; other international 
students remained in Japan over the academic break. Because of the disaster, Waseda 
University decided to postpone the start of the school year by one month. After the 
decision to delay the start of school many students who remained in Japan unexpectedly 
returned home. The media spread fears across the globe that the nuclear disaster was 
worsening. Family and friends in the home countries of international students expressed 
significant concerns about safety in Japan as a result of the damaged nuclear plant. 
Through social networking media sites and zemi communications it seemed that many 
students would not return to Japan. To everyone’s surprise, students returned. Everyone 
in this study was a student in GSAPS prior to the earthquake. Everyone in this study 
eventually returned to Japan to complete his or her studies. Individuals, couples, and 
families with children returned. This is a testament to the desire for higher learning. 
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APPENDIX A: STUDENT INTERVIEW PROTOCOL 
Student Interview Protocol 
A. Instructions to the Interviewer 
 Provide an overview of the research 
 Explain the consent form and get the participants signature 
B. Interview Questions 
 Background Questions 
1. As a mentioned, I’m interested in your role as an international student in 
Japan who is studying in English. In order to understand this better I’d like to 
start by getting some basic information from you. What is your country of 
origin?  
2. Besides your country of origin and Japan, where else have you 
lived/worked/studied? 
3. In what languages have you undertaken academic work? How did you learn 
English? 
4. With which department are you affiliated at Waseda? What degree are you 
working on?  What is your research area? 
Core Questions 
5.  I’m interested in understanding what led you to study in English in Japan at 
Waseda. Could you tell me about your educational/professional experiences in 
__________ (country of origin) and how they led you here?  How did you choose 
Japan?  Waseda? 
6.  I’d like to learn about your academic and social experiences as an international 
student in Japan. Could you describe what a typical day in your life is like during 
the semester? 
 
7. Could you tell me more about the ____________ (class, zemi, school related 
social event, excursion, date, etc.) that you mentioned?  How do you spend your 
time outside of class and seminar?   
 
8. With whom do you spend time (people from your own country, other 
international students, Japanese postgraduate students, other Japanese, 
boy/girlfriend, married/not married, if married where is your family)? 
  
9. As a graduate student at Waseda, can you tell me about the types of activities 
you participate in, both academic and social? Are these activities that are 
officially required, not required but you feel like you should attend or activities 
you choose of your own free will?   
 
10. You mentioned that you attend __________ (a particular activity). Could you 
tell me about the other people who attend theses activities?  
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11. Does your role as a male/female in Japan differ from your role as a 
male/female in your home country? In other countries where you lived and 
worked? 
 
12. Now I’d like to know about your experiences in class.  Are you required to 
take courses for your degree? Could you tell me about the courses that you are 
taking this semester? (or last semester or classes that you audited). What types of 
courses did you take? What about seminars? Labs?  What about the types of 
interactions that occur between professors and students, and among the students in 
the classroom or lab? What are some of the things you like about the 
class/lab/zemi? 
 
13. What are some of the characteristics of the professors who teach EMI classes? 
How is your relationship with your advisor? 
 
14. I’m also interested in the events that occur in your zemi.  Could you describe a 
typical zemi session? What do students do during your zemi? What does the 
professor do during your zemi? 
 
15. Can you give me an example of how your university experience in Japan 
differs from your university experience in another country? 
16. Once you finish studying at Waseda, what do you plan to do with your 
degree? Is the experience of studying in Japan valued your profession?  
17. How are you paying for your studies at Waseda? 
18. Are there junior/senior members of your group? 
19. What do you consider to be the biggest obstacle in your life in Japan? How 
did you overcome this obstacle? 
20. What is the most positive part of your experience in Japan? At Waseda? 
21. Overall, have you enjoyed your experience in Japan? At Waseda? Tokyo? 
22.  Finally, I would like to ask you if there are any students or key university 
personnel who you think may offer important information related to my research? 
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APPENDIX B: CONSENT FORM 
Consent to Participate in a Research Study 
English as a Medium of Instruction and Internationalization in a Japanese Global 
30 University: A Case Study of Waseda University 
 
Dear Participant, 
You are being invited to take part in a research study about English medium 
degree programs and internationalization at Waseda University. By doing this study, I 
hope to learn why students choose to participate in English medium programs in non-
English speaking countries and how these students construct the academic processes they 
experience. 
 
The person in charge of this study is Kristen Nakamura Wallitsch, a doctoral 
student at the University of Kentucky Department of Educational Policy Studies and 
Evaluation and research student at Waseda University Graduate School of Asia Pacific 
Studies. She is being guided in this research by Beth L. Goldstein, PhD of the University 
of Kentucky (bethg@uky.edu). 
 
You are being invited to take part in this research study because you are an 
international student enrolled in an English degree program at Waseda University. If you 
volunteer to take part in this study, you will be one of about 30 people who will 
participate in face-to-face interviews in this case study. If you agree to participate, the 
estimated time that you will spend involved in the research is approximately 1.5 hours for 
a total of one interview session. During the interview process, I will ask you to respond to 
questions about your academic experiences at Waseda University.  The interview will be 
recorded and later transcribed.  
 
There are no benefits from taking part in this study, but your willingness to take 
part may, however, in the future, help society as a whole better understand this research 
topic. To the best of my knowledge, the things you will be doing have no more risk of 
harm than you would experience in everyday life. If you do not want to be in the study, 
there are no other alternatives except to not be part of the study. If you decide to take part 
in the study, it should be because you really want to volunteer.  You will not lose any 
benefits or rights you would normally have if you choose not to volunteer.   
 
I will make every effort to keep private all research records that identify you to 
the extent allowed by law. Your information will be combined with information from 
other people taking part in the study. When I write about the study, I will write about the 
combined information I have gathered, and you will not be personally identified. I may 
publish the results of this study; however, I will keep your information private. The data 
will be stored in locked files and on a password secured computer, available only to the 
researcher. However, there are some circumstances in which I may have to show your 
information to other people.  For example, I may be required to show information which 
identifies you to people who need to be sure I have done the research correctly; these 
would be people from such organizations as the University of Kentucky. 
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If you have questions, suggestions, concerns, or complaints about the study, you 
can contact the investigator, Kristen Wallitsch at k.wallitsch@hotmail.com or the staff in 
the Office of Research Integrity at the University of Kentucky at (1) 859-257-9428. 
 
Sincerely, 
Kristen Wallitsch 
 
_________________________________________   ____________ 
Signature of person agreeing to take part in the study          Date 
  
_________________________________________ 
Printed name of person agreeing to take part in the study 
  
_________________________________________   ____________ 
Name of [authorized] person obtaining informed consent          Date 
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Schools Offering EMI Degree 
Programs 
Name of Program Start 
Year 
Type of Degree 
   Bachelor Master Doctoral 
School of Political Science and 
Economics 
The Japanese and Global 
Political Economies Course 
2010 X   
School of Fundamental Science 
and Engineering 
International Program in 
Science and Engineering 
2010 X   
School of Creative Science and 
Engineering 
International Program in 
Science and Engineering 
2010 X   
School of Advanced Science 
and Engineering 
International Program in 
Science and Engineering 
2010 X   
School of Social Sciences Contemporary Japanese 
Studies Program 
2011 X   
School of International Liberal 
Studies 
International Liberal Arts 
Studies 
2004 X   
Graduate School of Political 
Science 
Global Political Economy 
Course 
2010  X  
Graduate School of Economics Global Political Economy Course 
2010  X  
Graduate School of 
Fundamental Science and 
Engineering 
International Program in 
Science and Engineering 
2010  X  
Graduate School of Creative 
Science and Engineering 
International Program in 
Science and Engineering 
2010  X  
Graduate School of Advanced 
Science and Engineering 
International Program in 
Science and Engineering 
2010  X  
Graduate School of Asia 
Pacific Studies 
Program in International 
Relations 
1998  X  
Graduate School of Asia 
Pacific Studies 
Program in International 
Studies 
2000   X 
Graduate School of Global 
Information and 
Telecommunications 
Project Research Course 2000  X  
Graduate School of Global 
Information and 
Telecommunications 
Interdisciplinary Research 
Course 
2000  X  
Graduate School of Global 
Information and 
Telecommunications 
Career Development Course 2000  X  
Graduate School of Global 
Information and 
Telecommunications 
Doctoral Program 2000   X 
Graduate School of Information 
Production, and Systems 
Master’s Program  2003  X  
Graduate School of Information 
Production, and Systems 
Doctoral Program 2003   X 
Waseda Business School MBA 1998  X  
Waseda Business School WASEDA-NTU Double NBA 
2006  X  
Graduate School of Social 
Sciences* 
  2012  X  
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APPENDIX D: STUDENT SAMPLE 
Participant Degree 
Study 
Level 
Male/Female Country of 
Origin 
Long-term 
Relationship 
Children 
Ale Doctoral Male Sweden Yes (not-
married) 
N 
Dorothy Master’s 
(2nd) 
Female Singapore No N 
Irfan Master’s Male Indonesia No N 
Jannah Master’s Female Malaysia No N 
Jessica Both Female Korea Yes (Married) N 
Julia Doctoral Female Hungary No N 
Khean Both Male Cambodia Yes (Married) Y 
Maryam Master’s Female Malaysia Yes (Married) Y 
Pramod Both Male Thailand No N 
Prasuna Doctoral Female Nepal Yes (married) Y 
Beth Both Female Singapore Yes (married) Y 
Rith Master’s Male Cambodia No N 
Siyu Master’s Male China No N 
Stephanie Both Female USA Yes (married) N 
Shirong Master’s Male China Yes (not-
married) 
N 
Yanyu Master’s Female China No N 
Victoria Doctoral Female China No N 
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APPENDIX E: SAMPLE DOMAIN ANALYSIS SHEET 
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